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The Dual Study Skill Intervention Program (2SKIP): 




As adolescents continue their educational career in high school, they need to develop a variety of 
study tactics that stimulate a deeper level of processing and understanding and improve information 
retention. Research has demonstrated that students can improve academic performance through study 
skill interventions, especially if the intervention is integrated in the subject courses. The Dual Study 
Skill Intervention Program (2SKIP) is designed to develop learners’ study skills and enhance the 
teachers’ positive attitude towards the integration of study skill development in their classroom.  
The aim of this educational design research is to test, evaluate and improve 2SKIP. To 
achieve this goal, I examined the most conducive characteristics of the 2SKIP program and looked for 
ways to improve the 2SKIP program to ensure that (1) students develop both procedural and 
conditional knowledge on study tactics and (2) teachers develop a positive attitude towards the 
integration of study skill development in their classroom.  
The 2SKIP and the study were conducted in a private high school in Swaziland. Nine teachers 
and seventy five students participated in the intervention and study. The intervention was offered over 
a period of two terms in the second and third year of high school.  
This educational design research triangulated qualitative data based on study tasks, content 
tests, study skill brochures, a study skill test and focus group discussions with teachers and students 
collected and conducted throughout the intervention.  
Firstly, the results revealed a need to refine and adapt some of the seven characteristics of a 
successful study skill intervention, as described in the literature, for 2SKIP to be more effective. 
Secondly, the results show that project team teachers were highly positive and involved throughout 
the implementation period. Surprisingly the major obstacle, was the students’ resistance towards the 
intervention.  To overcome the students’ resistance, strategies need to be put in place to address the 
students’ study skill fatigue, the lack of empowerment and students’ negative attitude towards the 
value of study skill development for their educational career. Lastly, data also indicated a need to 
consider the teachers’ workload and their ongoing professional development in the re-design of the 
2SKIP.  
To address the identified challenges the following changes and additions to 2SKIP are 
suggested: (1) reformulation of some characteristics (2) a multi-year intervention that starts at an early  
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age, (3) formalization of learning how to study (4) focus on implicit instruction (5) Explicit reflective 
feedback sessions (6) improve the teacher support component.  
I believe that this study made an important contribution to our understanding of the design 
and implementation of a study skill intervention for high schools. The study refined the important 
characteristics of a successful study skill intervention program. It also offers practitioners an example 
of how to translate those characteristics into a practical, comprehensive and integrated intervention 
program for high schools. 
 
 






The Dual Study Skill Intervention Program (2SKIP) 
Onderwijskundig ontwerp onderzoek voor het verbeteren van de ontwikkeling van 
studievaardigheden in secundaire scholen 
 
Mevr. Jo Moerman 
 
Samenvatting 
Eenmaal in het secundair onderwijs hebben jonge adolescenten een waaier aan studievaardigheden 
nodig om leerstof te kunnen begrijpen, verwerken en onthouden. Uit onderzoek blijkt dat een 
opleiding specifiek gericht op studievaardigheden de academische resultaten van studenten kan 
verbeteren. Programma’s waarin leerkrachten worden aangemoedigd om de ontwikkeling van 
studievaardigheden te integreren in hun onderwijsvakken blijken het effectiefst. 2SKIP (Dual study 
skill intervention programme) is een programma waarmee secundaire scholen de studievaardigheden 
van hun leerlingen willen verbeteren en de positieve houding van de leerkrachten ten aanzien van een 
geïntegreerde aanpak willen bevorderen.  
Het doel van dit onderzoek is het uitvoeren, evalueren en verbeteren van 2SKIP. Hiervoor 
werden de belangrijkste kenmerken van 2SKIP onderzocht  en werd er naar manieren gezocht om het 
programma te verbeteren zodat (1) de leerlingen hun procedurele en conditionele kennis van 
studievaardigheden bijschaven en (2) leerkrachten een positieve houding ontwikkelen ten opzichte 
van de integratie van de ontwikkeling van studievaardigheden in de klas.  
2SKIP en het onderzoek werden uitgevoerd in het tweede en derde jaar van een secundaire 
school in Swaziland. Negen leerkrachten en vijfenzeventig studenten namen deel, over een periode 
van 2 semesters.   
Dit onderwijskundig ontwerp onderzoek trianguleert kwalitatieve data van studietaken, 
inhoud test, studie vaardigheden brochures, een studievaardigheidstest en focusgroep gesprekken met 
leerkrachten en studenten.  De data werd verzameld tijdens en na de interventie.  
Uit de data blijkt, ten eerste dat het nodig is om de zeven kenmerken voor een geslaagde 
interventie voor de ontwikkeling van studievaardigheden, zoals omschreven in de literatuur, te 
verfijnen en aan te passen. Ten tweede, tijdens de voorbereiding van dit onderzoek werd ervan 
uitgegaan dat leerkrachten eerder gereserveerd zouden staan tegenover de integratie van de 
ontwikkeling van studievaardigheden in hun onderwijsvakken. De resultaten van dit onderzoek 
bewijzen het tegendeel. Het team van leerkrachten dat meewerkte aan dit project stelde zich zeer 
actief en positief op. Verrassend genoeg, blijkt het belangrijkste struikelblok de aversie van de 
leerlingen tegenover het ‘leren studeren’ te zijn. De problemen die moeten worden aangepakt zijn om 
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die aversie te overwinnen zijn het feit dat leerlingen de voortdurende focus op de studievaardigheden 
moe worden, het gevoel van onmacht bij de leerlingen en het feit dat ze het belang van het 
ontwikkelen van studievaardigheden voor hun toekomst onderschatten. Ten slotte, andere elementen 
waarmee rekening moet worden gehouden bij het herontwikkelen van 2SKIP zijn de extra werklast 
voor de leerkrachten, uitbreiding van de professionele ontwikkeling en de nood aan continue reflectie. 
Deze problemen kunnen worden aangepakt door 2SKIP als volgt bij te sturen : (1) het herformuleren 
van sommige kenmerken (2) men start met het programma van in het eerste jaar secundair onderwijs 
en spreidt het over verschillende schooljaren; (3) door het vak ‘leren  studeren’ te formaliseren; (4) 
een verschuiving naar een meer impliciete benadering bij de integratie van studievaardigheden in de 
vakgebieden; (5) door het organiseren van expliciete, reflectieve lesmomenten om de resultaten van 
de leerlingen te bespreken in het kader van de studievaardigheden die werden aangeboden tijdens de 
lessen; (6) door het aanbieden van een betere bijscholing van de leerkrachten waarin ook de formele 
feedback en scaffolding met betrekking tot studievaardigheden wordt besproken en waarbij 
collaboratieve reflectiemomenten voor de leerkrachten worden geïntegreerd in de stafvergaderingen. 
Ik ben ervan overtuigd dat deze studie bijdraagt aan de uitbreiding van onze kennis over de 
ontwikkeling van studievaardigheden in secundaire scholen. Deze studie maakt het mogelijk om de 
belangrijke kenmerken voor een effectieve interventie te verfijnen en aan te passen. Het geeft directie 
en leerkrachten van secondaire scholen ook een voorbeeld hoe deze kenmerken kunnen vertaald 
worden in een praktische, veelzijdige  en geïntegreerde interventie voor de ontwikkeling van 
studievaardigheden. 
 






 Learning how to learn is very important in a society where life-long learning has become an 
important aspect of life. As young adolescents progress in their educational career in high school, the 
task and test demands increase both in number and complexity. This requires the ability to use a 
variety of study tactics that stimulates a deeper level of processing and improves retention of 
information.  A substantial body of research (Cukras, 2006; Gettinger & Seibert, 2002; Loranger, 
1994; Meneghetti, De Beni, & Cornoldi, 2007; Richardson, Robnolt, & Rhodes, 2010; Simmons, 
2006; Wingate, 2006) suggests that there is a positive relationship between students’ academic 
performance and their knowledge and good use of study tactics. According to Boller (2008), young 
adolescents cannot be expected to develop and use a set of study tactics effectively without significant 
amount of guidance because they are physically and emotionally not fully developed to be self-
regulated and independent students. Fortunately, research has demonstrated that students can improve 
their academic performance through study skill interventions offered as an extra-curriculum course, 
or, preferably, as an integrated part of their subject courses (Allan & Clarke, 2007; Gettinger & 
Seibert, 2002; Hattie, Biggs, & Purdie, 1996; Pressley, Borkwski, & Schneider, 1989; Smith, Teske, 
& Gossmeyer, 2000; Thorpe, 2010; Wernersbach, Crowley, Bates, & Rosenthal, 2014; Wingate, 
2006). 
Studying is defined as “a special form of reading” (Anderson & Armbruster, 1980). It differs 
from ordinary reading as it is associated with the requirements to perform an academic task set by a 
teacher, such as completing an assignment or preparing for a test or exam. The study process and the 
contribution of study skills to enhance acquisition and retention of information can best be described 
from an information processing perspective (Pressley et al., 1989). To study, students read and reread 
information, they sort out important ideas from details and organise the information by schematizing 
it and by relating it to prior knowledge.  Each of these activities is affected by the type of study 
strategies the student uses. The more appropriate the strategy, the deeper the level of processing and 
the more effective and efficient information can be stored and retrieved (Gettinger & Seibert, 2002). 
Therefore, studying requires a set of techniques or skills that help a student to read and use reading 
material with the intent to process, memorise and recall information (Richardson et al., 2010). The 
competencies associated with acquiring, recording, organizing, synthesising and remembering 
information are called study skills or learning strategies (Devine, as app in Loranger, 1994). Lenz, 
Ellis, and Scanlon (1996) make an interesting distinction between study tactics and study strategies. A 
study tactic is defined as a sequence of steps of a specific procedure that can be used to facilitate the 
processing and retention of information. Examples of study tactics that are proven to be useful when 
reading material with the intent to process, memorise and recall information are: use of graphic 
organisers, note taking (Marzano, Pickering, & Pollock, 2001),  question generation (Rosenshine, 
Meister, & Chapman, 1996), and memorization techniques such as practice retrieving, spaced practice 
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and interleaving (Brown, Roediger, & McDaniel, 2014).  A study strategy is defined as a student’s 
approach to select the best tactics for a study task and to take responsibility for one’s own learning 
(Lenz et al., 1996).  
Pierce (2003) defines declarative knowledge as “the factual information” (p.3), procedural 
knowledge as “knowledge on how to perform the steps in the process” (p.3) and conditional 
knowledge as “knowledge about when to use a procedure, skill or strategy and when not to use it, why 
a procedure works and under which conditions,” (p. 3).  Students with good study strategies not only 
have declarative and procedure knowledge about a variety of study tactics but also demonstrate 
sufficient conditional knowledge. Pressley et al. (1989) agree that successful students are active 
information processors who possess and use a variety of study skills to complete an academic task. 
They know when and where certain study tactics may be useful and are aware of the cognitive effort it 
requires. Meneghetti et al. (2007) found that the main difference between students with good study 
skills and students with poor study skills was not so much the knowledge about study skills but their 
ability to distinguish between inadequate and good techniques in relation to the task requirements. 
Boller (2008) emphasises that students cannot be expected to develop and use a solid set of 
study tactics without a significant amount of formal guidance. As study skill interventions are 
investigated, researchers suggested several key components for a successful study skill intervention. 
Gettinger and Seibert (2002), Cukras (2006) and Pressley et al. (1989) agree that a study skill 
intervention needs to offer a variety of study tactics. After all, students must possess an inventory of 
study tactics so that they can choose and use those skills that can assist with the particular demands of 
the task at hand (Cukras, 2006).  Pressley et al. (1989) adds that during a study skill intervention the 
study tactics should be offered a few at a time so that both the procedural and conditional aspects of 
the different study tactics are covered intensively. Hattie et al. (1996) and Petersen (2006) suggest to 
practice study tactics across different subjects regularly as a means to illustrate to students when 
certain study tactics are effective. Pressley (1989) and Archer and Hughes (2011), however, opt for a 
more explicit approach of instruction to share the conditional knowledge of the different study tactics 
with students. Feedback is also mentioned in prior publications as an important element of study skill 
instruction (Cukras, 2006; Hattie et al., 1996; Schunk and Cox (1986). Cukras (2006) argues that 
students will modify and transfer study strategies only if their performance is appraised in the light of 
the study tactics used to complete the assignment. Schunk and Cox (1986) agrees that explicitly 
linking the use of certain study tactics with better performance may enhance the effects of a study 
skill intervention. Another critical key component for a successful study skill intervention suggested 
by Gettinger and Seibert (2002), Pressley et al., (1989) and Dole et al. (1996) is scaffolding. 
Instructional scaffolding is a process whereby teachers, at first, models the skills, asks guiding 
questions and offers students sufficient cues and prompts to help them to complete a task. The 
teacher-support is gradually reduced and removed as practice trials are repeated until students are able 
to use the skill independently (Van de Pol, Volman, & Beishuizen, 2010) . In the context of study 
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tactics, this means that study-skills are modelled first, then practiced through well-designed tasks that 
include sufficient guidelines and step-by-step instructions until students are ready to choose and use 
the most effective study tactic to process and memorize information (Gettinger & Seibert, 2002). 
Wingate (2006) categorises study skill interventions as “bolt-on” and “built-in” interventions. 
“Bolt-on” interventions provide study skill development as an extra-curriculum course offered outside 
the normal subject-specific teaching periods. In the past, researchers have been able to show a positive 
impact of “bolt-on” interventions on students’ academic performance and academic self-efficacy 
(Allan & Clarke, 2007; Richardson et al., 2010; Simmons, 2006; Smith et al., 2000; Wernersbach et 
al., 2014). Hattie et al. (1996) argue that such interventions are effective only if the intention is to 
teach simple procedures of study tactics such as developing mnemonics for retention purposes. 
Indeed, there seems to be a current consensus amongst researchers with regards to the disadvantages 
of such an extra-curriculum course. The most important drawbacks are (1) Bolt-on interventions do 
not provide sufficient opportunities to develop the conditional knowledge (Hattie et al., 1996);  (2) 
Students find it difficult to recognise the relevance of what is taught during the study skill course to 
their specific subject. As a result, students are not capable to transfer the acquired study skills to their 
actual subject-specific coursework (Petersen, Lavelle, & Guarino, 2006); (3) The separation between 
study skills and subject content implies that there is a difference between studying successfully and 
learning, and that, if certain skills are acquired, students can study successfully without deep 
understanding of the subject-specific content  (Wingate, 2006) and (4) offering a separate course 
sends the message that it is for students who need extra help, in other words for underperforming 
students (Cottrell, 2001). However, teachers, lectures and researches agree that study skill 
interventions can benefit all students, regardless of their academic talents (Allan & Clarke, 2007; 
Cottrell, 2001). The “built-in” approach is often referred to as an embedded or integrated approach 
where the study skill development happens on a regular basis, during the normal classroom routine in 
core content areas such as English, Mathematics, Natural Sciences and Social Sciences (Wingate, 
2006). This approach doesn’t regard study tactics as discrete entities but facilitates the link between 
study tactics and specific coursework and tasks. It also acknowledges the fact that all students can 
improve their learning. Hattie’s conclusions (Hattie et al., 1996) of his meta-cognitive analysis are 
decisive: if the aim is to develop good practice of a variety of study tactics, to demonstrate the 
conditional aspects of study tactics and to offer sufficient practice in a range of different contexts, 
then training needs to be embedded in the teaching context.  The most critical limitation of the “built-
in” intervention is the teachers’ attitude towards the integration of study skill development in their 
classroom. Teachers are not willing to sacrifices their teaching time to cover aspects that are not 
directly related to the content of their subject (Scanlon, 1996). Researchers also conclude that teachers 
are ill prepared and lack the confidence to integrate study skill learning strategies in their content-
based lessons (Ornstein, 1994; Scanlon, 1996; Thorpe, 2010). Some teachers assume that students 
mastered appropriate study skills in past years (Sedita, 1995) or that the students should be capable of 
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developing the skills individually, without external support through homework assignments and test 
preparations (Smith et al., 2000). 
Guided by literature and personal experience, I designed the Dual Study Skill Intervention 
Program (2SKIP). 2SKIP is developed with the intent to offer high schools a study skill intervention 
program that carries seven characteristics which I compiled using the key components of a successful 
study skill intervention, as described above, whilst taking into account the challenges identified in 
both the “bold-on” and “build-in” interventions. With 2SKIP, I intend to outline a study skill 
intervention that: 
(1) Offers a variety of study tactics are taught a few at a time. 
(2) Offers procedural as well as conditional information for each study tactic are shared with 
students. 
(3) Offers regular practice that focusses on the use of study tactics applied to subject-specific 
content is organised. 
(4) Offers regular feedback that links performance with study strategy 
(5)  Uses the principles of scaffolding to develop study skills. 
(6) Reaches a balance between direct (“bolt-on”) and integrated approach (Built-in) of study skill 
development is reached in an effort to minimize the explicit teaching of study skill procedures 
by subject teachers. 
(7) Offers sufficient teacher-support. 
 
Despite decades of research concerning study skill development, learning how to learn and 
academic self-regulation, there still seems to be a substantial gap between the academic findings and 
the teachers’ practices in high schools on this topic. Therefore, researchers are calling for more 
studies, in realistic classroom settings, that can identify instructional conditions and teaching methods 
that are most conducive to study skill development in high schools (Allan & Clarke, 2007; Meneghetti 
et al., 2007; Thorpe, 2010). The aim of this study is to evaluate the complete Dual Study Skill 
Intervention Program (2SKIP) while it is implemented in a high school. The evaluation will focus on 
the impact the 2SKIP has on (1) the procedural and conditiona l knowledge of study tactics of 
students and (2) the teachers’ attitude towards the integration of study skill development in their 
classrooms.  This study can be considered as a section of the design research process as described by 




Figure 1. A design research approach as depicted by Reeves (2000) 
 
The main research question of this study is: “What are the most conducive characteristics of 
the 2SKIP program and how can the 2SKIP program be improved so that (1) students develop both 
procedural and conditional knowledge on study tactics and (2) teachers develop a positive attitude 
towards the integration of study skill development in their classrooms?”. 
The sub-questions are divided into two categories:  Sub-questions that will be investigated 
from a students’ perspective and sub-questions that will be investigated from a teachers’ perspective. 
Sub-questions from students’ perspective: 
1. Are students able to demonstrate their procedural and conditional knowledge on study tactics 
at the end of the Dual Study Skill Intervention Program? 
2. Which part(s) of the intervention do students identify as the most and least helpful? Why? 
3. What are the contributing factors and the obstacles to the students’ successful use of study 
tactics? 
Sub-questions from teachers’ perspective: 
4. To what extent are teachers able to incorporate activities, during their teaching periods that 
allow students to practice the study tactics and to develop the procedural and conditional 
knowledge of study tactics?  
5. What are the successes and challenges experienced by the teachers during the implementation 
period of the Dual Study Skill Intervention Program? 
6. To what extent does the Dual Study Skill Intervention Program carry the characteristics of a 
successful study skill intervention and which characteristic do teachers find the most relevant 
for a successful study skill intervention program? 
 
Using the results of this study, recommendations will be made to improve the educational 
design of the 2SKIP and additional guidelines will be formulated regarding the characteristics that are 
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most conducive to successful study skill interventions.  More details on the methodology of this study 
will be provided in the next chapter.  
2. Methods 
2.1 Participants 
The study was carried out in an international private high school in Swaziland. The high school is 
affiliated to the Cambridge International Examination system. During the first three years of high 
school (form 1 to form 3), all the students (aged between 12 and 16 years) follow the same academic 
program which consists of the following subjects: mathematics, natural sciences (biology, chemistry 
and physics), social sciences (history and geography), arts (music and visual arts), languages (English, 
French and Siswati), life skills, computer sciences and physical education. All forms have a maximum 
of seventy five students per form. Form 2 students are divided in three parallel classes with an average 
of twenty-five students per class. Form 3 students are divided into four parallel classes with an 
average of twenty students.  
During the teacher-training workshop, attended by 25 teachers of the same school, a project 
team, consisting of nine teachers teaching form 2 and form 3, was formed on a voluntary basis: three 
mathematic teachers, one English teacher, one French teacher, one history teacher, one natural science 
teacher and one geography teacher. The life skill teacher was appointed by the school as the project 
coordinator and worked closely together with myself, the research coordinator. Halfway the project, 
the history teacher left the school, so the project team continued with 8 teachers during the second 
part of the program.  
The study skill intervention program was carried out with form 2 students from September 
2016 until November 2016 and continued with the same students (who now moved into Form 3) from 
January 2017 until April 2017. All seventy-five students (aged between 13 and 15 years) of form 2 (in 
2016) and form 3 (in 2017) participated in the study skill intervention program. During the first part 
of the research (September 2016 until November 2017) qualitative data was collected from one (1) 
form 2 class. The class, selected randomly by project coordinator, consisted of twenty-six students. As 
students move to a higher grade, the school prefers to re-organise the class, so the form 2 classes of 
2016 do not have the same students in every parallel class as the form 3 classes. Because all form 2 
students were exposed to the same intervention program, it was possible to select one (1) form 3 class 
to collect qualitative data from those students during the second part of the research. The form 3 class, 
again selected randomly by project coordinator, consisted of 19 students.  
The research coordinator and project coordinator worked very close together to implement the 
study skill development program and to collect the qualitative data from both teachers and students. 
Part of the data collected from the students was analysed both by the project coordinator and the 
research coordinator (analysis of the study skill test). The project coordinator also shared the 
13 
 
information and the study tactics discussed during this study skill intervention across the school to the 
students of the higher forms and to the teachers that participated in the teacher training workshop but 
were not part of the project team. This effort ensured that the whole school was aware and (indirectly) 
involved in the project.  
2.2 Materials 
The Intervention program 
I designed the Dual Study Skill Intervention Program (2SKIP; See Appendix B). Part of this program 
(the direct course) has been presented and reviewed as part of a service provided by a private study 
skill centre in Swaziland. During the design process, the intervention was presented to a small group 
of teachers from two different high schools and their input was used to further develop the 
intervention before the actual planning of this study. 
The term “Dual” refers, firstly, to the fact that the intervention includes both a direct and an 
integrated component of study skill teaching. The direct component consists of a series of lessons (the 
direct course) taught outside the normal subject-specific teaching periods or as part of an existing 
school subject. For this study, the lessons are organised during the weekly life skill lessons. During 
these lessons the study tactics are introduced formally, are illustrated through modeling and are 
practiced (See Appendix B 2.2).  The direct course also introduces the students to the sequence of test 
preparation (STEP). I created STEP as a holistic study approach ( See Appendix B 2.1) and have used 
it on many occasions as a tool to help individual students to prepare for tests and exams. The method 
combines a series of study tactics into a three-phase study approach. Every phase has a specific 
purpose: 
• Phase I: skimming: To develop an overview of the topic that needs to be processed 
for the test and exam. 
• Phase II: Active reading: to develop a better understanding and a study guide of the 
topic content 
• Phase III: Memorisation and practice: to prepare for recall and application of content. 
STEP helps students to understand that effective studying is a sequential process. Because for 
each phase of STEP a variety of study tactics is suggested, STEP can be used as a guide for students 
to develop their personal holistic study approach that can easily be adapted to the content that needs to 
be processed and memorized.  
The integrated component refers to a series of intervention activities (eg. modeling, classroom 
activities, and study tasks) that the teachers are incorporating, during their teaching periods, to 
practice the study tactics and develop procedural and the conditional knowledge of study tactics (See 
Appendix B.3). Again, STEP plays an important role in the integrated component. As teachers model 
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and practice the use of particular study tactics using subject-specific content, they refer to STEP to 
explain when and why the study tactic is particularly helpful for students while they prepare for a test.  
Secondly, the term “Dual” refers to the fact that it is directed not only towards the students’ 
skill development but also includes a teachers’ support component. The teachers’ support component 
includes a series of interventions (See Appendix B.4): 
- Information and training on study tactics, instructional strategies to integrate study skill 
development and appropriate feedback linking performance to the study tactics used  
- Opportunities to reflect, as a team, on the teachers’ experiences with the integration of study 
skill development in their classes. 
2 SKIP is designed with the intent to offer high schools a study skill intervention program that 
carries the seven characteristics as described in the introduction (see Chapter 1). Table 1 lists the 
seven characteristics and presents an outline of the activities to accomplish these characteristics.  
Table 1 
Activities of the Dual Study Intervention Program  
Characteristics Activities Dual Study intervention Program 
1 Offers a variety of study tactics that 
are taught, a few at a time. 
Following study tactics are explained, modelled and practiced during the direct course: 
- A variety of graphic organisers 
- Techniques for effective note taking 
- Question generation 
- Memorization strategies: Practice retrieving, spaced practice and interleaving 
2 Offers procedural as well as 
conditional information for each 
study tactic. 
During the direct course, students are given step-by-step instructions on how to use the 
study tactics. STEP helps students understand that studying is a sequential process. 
Students are encouraged to use STEP as guide to develop their personal holistic study 
approach. As teachers model and practice the use of particular study tactics using 
subject-specific content, they refer to STEP to explain why, when the study tactics are 
particular helpful.  
3 Offers regular practice that focusses 
on the use of study tactics applied to 
subject-specific content. 
Teachers empower students using modelling, classroom activities and study tasks 
directly related to study tactics.   
4 Offers regular feedback that links 
performance with study strategy use. 
Teachers offer students constructive feedback with an emphasis on procedural and 
conditional aspects of used study tactics to complete activities and study tasks. 
5 Uses the principles of scaffolding to 
develop study skills. 
The Dual Study Skill Intervention Program is based on the model of effective strategy 
development described by Gettinger and Seibert (2002). This model advocates a process 
whereby students progressively develop a stronger understanding and ultimately greater 
independence in the learning process. This is achieved by organising learning activities 
that includes, at first, a high degree of teachers’ and learning support. This support is 
gradually removed until the students is capable of applying the acquired skills 




Characteristics Activities Dual Study intervention Program 
6 Offers a balance between direct and 
integrated approach of study skill 
development in an effort to minimize 
the time required to explain and 
practice descriptive and procedural 
aspects of a range of study tactics. 
The Dual Study Skill Intervention Program offers both a direct and an integrated 
component of study skill teaching. The program minimizes the time teachers would need 
to spend on detailed and explicit strategy instruction as this would be covered by the 
direct course. 
7 Offers sufficient teacher support. The teacher-training component ensures that all teachers involved have the same 
information with regards to the study tactics discussed with the students during the direct 
course and supports the teachers on how to integrate further development of these study 
tactics using subject-specific content. 
 
Data collection strategies  
The choice of data collection strategies for this study is based on the principles of reliability and 
validity for educational design research. Reliability refers to the extent to which a study can be 
repeated to yield the same results. Because educational design research happens in an authentic 
setting, there are so many different factors to consider that it becomes almost impossible for the study 
to be replicated. However, Gravemeijer and Cobb (2006) argue that reliability in educational design 
research should rather be interpreted as “virtual reliability” as defined by Smaling (as cited in 
Gravemeijer and Cobb, 2006). Instead of trying to make an education design research replicable, 
effort should be made to report in such a way that the study can be retraced, to ensure that the readers 
of the research are able to experience the process as if they were part of the whole research procedure.  
Internal validity of research refers to the extent to which the data of the study measured what 
it intended to measure. External validity refers to the extent to which the results can be transferred to 
other contexts. As an alternative for external validity in educational design research, Gravemeijer and 
Cobb (2006) promotes “ecological validity”. Ecological validity of a study allows the readers to 
decide to what extent transfer of the intervention, subject to adaptations, is possible in their situations.  
To increase virtual reliability and validity (internal and ecological) of this study, I employ (1) 
triangulation, (2) use thick descriptions, (3) organise member checking and (4) create an audit trail 
(Carlson, 2010). Methodological triangulation  is a process that enhances virtual reliability and 
internal validity by incorporating multiple data collection techniques (Yeasmin & Rahman, 2012). 
The study used the following data collection techniques and documents (See Appendix G for a list of  
data sources used for each research question):  
Study skill test: In week 10 of the project (See timeline,  
on page 21), during the direct course, students were asked to write a test on study tactics.The 
test is used, together with other data sources, to find out if students are able to demonstrate their 
procedural and conditional knowledge on study tactics (subquestion 1). I set the test questions 
(See Appendix C). It consists of five main questions. Each question is subdivided into sub 
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questions. The (sub) questions are categorized according to the type of knowledge regarding 
study tactics that is assessed: procedural knowledge (understanding), procedural knowledge 
(applying in new context), conditional knowledge (when), and conditional knowledge (why). A 
variety of study tactics (graphic organisers, skimming, memorization techniques, Cornell notes, 
question generation and time management) were addressed in this test. The choice of study 
tactics to be included in the test was based on the study tactics that were mentioned by the 
teachers during the first reflection meetings. All the study tactics were also discussed in detail 
during the direct course.  
Study skill brochures: At the end of the direct course (See timeline, Figure 2 on page 21), 
students were asked to develop a poster or brochure to share an example of their personal study 
approach with the younger students of their school. These brochures and posters are a source of 
information to answer part of sub-question 1. The analysis of the brochures and posters is used to 
find out if students (1) regard studying as a step-by-step process, (2) use a variety of study tactics 
and (3) use correct conditional knowledge to justify the use of study tactics.  
Studytasks and integrated test questions:  During the second part of the program (See timeline 
Figure 2 on page 21), teachers of the project team organised a variety of studytasks (across 
different subjects) and integrated test questions that allowed students to choose and/or to practice 
a particular study tactic using subject-specific content. The studytasks and test questions are used 
to evaluate (a) the teachers’ ability to integrate study skill development and subject content in a 
task or test (part of sub-question 4 and 6); (b) the type of feedback teachers give on the 
completed tasks and test questions (part of sub-question 4 and 6); and (c) the students’ procedural 
knowledge of study tactics (part of sub-question 1). 
Reflection questions: During the second part of the intervention (See timeline, Figure 2 on 
page 21), teachers of the project team were asked to include in each content test at least one 
reflection question to allow students to reflect on a certain part of their study method that they 
used to prepare for that particular test. The teachers’ reflection questions are used to determine 
the quality of the teachers’ intervention (part of sub-question 4). The answers of the students are 
a source of information to get a better understanding of how students choose, use and validate 
study tactics (part of sub-question 1). 
Focus group discussion with students: Two groups of eight students were invited to a focus 
group discussion at the end of the intervention (See timeline, Figure 2 on page 21). I had planned 
to organise the students’ work (study skill brochure, study tasks and tests with reflection 
questions from different subjects) in a portfolio so that students could refer to this portfolio 
whilst describing what their perspective is of successful use of study tactics and to report on their 
challenges. However, too few study tasks were submitted for evidence during this study (See 
Chapter 3.4) and the teachers preferred to submit most of the work anonymously (names of 
students were removed before submission). Hence the need for an alternative way to guide the 
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focus group discussion. The focus group discussion was divided into three parts (See Appendix 
D.1). During part 1, I asked students to list four activities that were organised by the teachers 
related to study skills (See Appendix D.2 for examples of students’ cards completed at the 
beginning of the focus group discussion). I requested to choose the activities which they felt were 
the least and most helpful. Students were then asked to elaborate on why they liked or disliked 
the chosen activities. During part 2, students worked in small groups of four and discussed how 
they feel a study skill intervention should be organised by their school. Their input was written 
on a flashcard (See Appendix D.3 for examples of suggestions made by the students during the 
focus group discussion). During part 3 of the focus group discussion, students, in pairs, received 
flashcards with the name and short description of different intervention activities (See Appendix 
B.3). Students ordered the activities from most helpful to least helpful and added some written 
comments, explaining why it was helpful or not (See Appendix D.4 for an example of student’s 
work to classify the intervention activities). The qualitative analysis of the focus group 
discussion aimed to answer which part(s) of the intervention was the most and least helpful for 
the students (sub-question 2) and to find the contributing factors and the obstacles to the 
students’ successful use of study tactics (sub-question 3). 
Reflection meetings with teachers: Throughout the intervention (See timeline, Figure 2 on 
page 21), three reflection meetings were organised with the teachers to collect information about 
the 2SKIP- intervention from a teachers’ perspective. I prepared some guiding questions for each 
session (See Appendix E). The information gathered from the reflection meetings is used to 
answer part of sub-question 1, 4, and 5. 
Questionnaire evaluation of characteristics of the intervention: During the last reflection 
session, teachers were asked to complete a short questionnaire to evaluate the characteristics of 
2SKIP (See Appendix E.4) as stipulated in sub-question 6. In the questionnaire, teachers score 
(on a Likert scale of 4), for each of the seven characteristics, in how far 2SKIP meets this 
characteristic and how important this characteristic is for the success of a study skill intervention. 
Teachers are invited to give additional comments to substantiate their scoring. 
Reflective journal: Teachers were asked to complete a reflective journal (See Appendix F) to 
give written comments on the activities and study tasks they developed and employed to allow 
for practice of study tactics on subject-specific content during the first weeks of the second part 
of the project (See timeline, Figure 2 on page 21). The reflective journal gave teachers a chance 
to reflect carefully, freely (without any colleagues as an audience) and in writing, about their 
work. The analysis of the reflective journals lead to a better understanding on how teachers 
implement the 2SKIP, their individual achievements and personal challenges (sub-question 4 and 
5).  
Observation and reflection notes: I made observation and reflection notes during and after the 
intervention activities and focus group discussions. These notes covered observed behaviour of 
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participant, actions and decision, including justifications, made by participants, project team and 
research coordinator during the process and personal insights on both the intervention and the 
research process. These observation and reflection notes were used to guide interpretation of data 
throughout the research process. 
Member checking was used to increase the internal validity of this research. During the 
reflection meetings and the focus group discussions, I regularly rephrased the input of the participants 
to ensure that I was hearing and interpreting their comments correctly. I also organised a member 
check session for the teachers of the project team. During this meeting, the teachers were given an 
opportunity to verify the inferences made from the collected data. Lastly, a third group of eight 
students was invited for a member check session to verify if the interpretations made from the input of 
their peers during the focus group discussions are in line with the general feelings of all students who 
participated in this intervention.  
An audit trail and thick descriptions increase the virtual reliability and ecological validity 
(Gravemeijer & Cobb, 2006). An audit trail allows any external auditor to review all documents of all 
components of the study. For this study, all field observation notes, interview notes, audiotapes, 
journals and students’ work are organised and maintained so that any reader, interested in reviewing 
the research will have the means to do so. Thick descriptions are detailed accounts of settings, 
participants, data collection, analysis procedures, results and interpretations (Shenton, 2004). 
According to Carlson (2010), thick descriptions “ leads to thick interpretation, which in turns leads to 
thick meaning of the research findings for the researchers and participants themselves, and for the 
report’s intended readership.” (p.6).  
2.3 Procedure 
The intervention program 2SKIP and the educational design research were implemented over a period 
of two school terms. The interweaving of activities of both the intervention program and the research 
was a well thought through strategy. Firstly, it allowed to use the products of some activities that are 
part of the intervention program, such as the study skill test, study brochure and students’ study tasks, 
as data for the research. Secondly, it provided the opportunity to organise activities with a double 
purpose. For example, the reflective focus group discussion with the teacher were part of the teacher 
development component of 2SKIP but also served as a data collection activity for the research. And 
lastly, it enabled us to use the intermediate results to further guide and encourage the members of the 
project team. Figure 2 shows the timeline of the different activities and categorizes the activities 
according to their (double) purpose (See also Appendix H for more details on the timeline and the 
activities). The next paragraph focusses on the procedure followed to complete this design research.  
After receiving permission from the school management to carry out the project, the research 
coordinator and the project coordinator, who was appointed by the school, developed a detail work 
plan. A letter from the Open University of the Netherlands was sent to the school management to 
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assure the highest level of confidentiality and anonymity (See Appendix A.1). The project team was 
formed after the one day teacher training workshop. All member of the project team signed a letter of 
consent (See Appendix A.3). The direct course and the integrated component of 2SKIP for the 
students started from week 2 of the project. An information leaflet was sent to all parents at the start 
of the program. I facilitated the lessons of the direct course (part of the students’ weekly life skill 
lessons) in one of the parallel classes, assisted by the project coordinator and another life skill teacher. 
The same lessons were taught in the other form 2 parallel classes by project coordinator or the other 
life skill teacher. After each lesson, I made some observation and reflective notes, including the 
experiences that were shared by the project coordinator during the weekly joined lessons. 
The first reflection meeting with the teachers took place in week 6 of the project, the second 
one took place in week 10. The teachers could choose to attend the meetings either on the Tuesday or 
the Thursday of that week. The meetings had to take place during the 40-minute school breaks.  
During the direct course, in week 10 of the project, the students of the form 2 class that were 
taught by myself completed a study skill test. The students had forty minutes to complete the 
assessment. They were asked to work individually and in silence. On each desk coloured pens were 
made available and students were told to use the colours whenever they felt it could be helpful. The 
project coordinator and the research coordinator were present to supervise the students. 
The second part of the intervention program started after the summer holiday. During this 
break, a first analysis was conducted of the data collected so far: the study skill test and the two 
reflection meetings with the teachers. At the end of the summer holiday, teachers of the project team 
received an email to encourage them to continue with the integration of study skill development in 
their classes.  
The research project re-started, 4 weeks after the school had re-opened, with a short teacher 
training session on feedback and reflection. At the end of this session, teachers were asked to 
organise, during the next five weeks of teaching, a variety of study tasks (across different subjects) 
that allow students to choose and/or to practice a particular study tactic using subject-specific content 
and to include in each content test (1) a question that assessed both content and the use of a particular 
study tactic and (2) at least one reflection question to allow students to reflect on a certain part of their 
study method that they used to prepare for that particular test. Teachers were also requested to 
complete a reflection journal that was sent per email.  
The last sessions of the direct course for the students took place during week 10 and 11. 
Again, I addressed one class. The project coordinator repeated the sessions with the other classes. 
During the last session, the students of my class developed each a study skill brochure or poster. The 
students were asked to make a brochure or poster to explain to their younger peers how they study and 
to give advice on how to improve their study tactics. The students received all the necessary stationary 
to create the brochures.  
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The last reflection meeting with the teachers took place in week 19 of the project. The 
teachers were asked, and reminded by the project coordinator, to bring copies of all the study tasks 
and tests, relevant for this project to the last reflection meeting.  
The school management allowed the research coordinator to conduct the focus group 
discussions with the students of one class during their life skills lesson (2 lesson periods of 40 
minutes) in week 19 of the project. The students, who were invited to participate in the focus group 
discussions received a letter of consent (See Appendix A.2), which was signed by both the students 
and their parents before the focus group discussion took place. The class was divided, randomly, in 
two groups of each nine students (one student was absent). Each focus group discussion lasted 40 
minutes (one lesson period).  
Between week 19 and week 20 of the project, the school was closed for 3 weeks. This time 
was used to analyse the data collected during the second part of the project: the study brochures, the 
students’ study tasks, the reflection questions, the reflective journals, the reflection meetings and the 
focus group discussions of the students. 
During the last week of the project, separate member check sessions took place for the 
teachers and the students. All teachers of the project team, together with the school management were 
invited to the teachers’ member check meeting. The school management, however, apologized for not 
being able to attend this meeting.  
Again, school management allowed to conduct the students’ member check meeting during a 
life skill lesson. This meeting was done with students of a different, but parallel class, so that they 
could give comments on the interpretations made from the focus group discussions conducted with 
their peers. The project coordinator asked for volunteers to participate. Six students volunteered and 
participated in this member check session.  The project was concluded with a lunch for the school 




Figure 2. Timeline of the intervention and research activities 
2.4 Data Analysis 
Analysis of focus group discussions, reflection meetings and reflection journals 
The focus group discussions with the students and the teachers’ reflection meetings were recorded and 
transcribed. To analyse the transcripts of the recorded meetings and the reflection journals, I adapted 
the three phase coding system as described by Saldaña (2015) to achieve the goals of the specific data 
and the needs of this educational design research. During the first coding phase, the structural codes 
were added in the left margin and descriptive codes in the right margin. Structural coding applies a 
content-based or concetual term to a segment of data. The similarly coded segments are collected for 
futher descriptive coding. Descriptive coding summarizes in a word the basic topic or passage of 
qualitative data. Interesting quotes (in vivo codes) were highlighted in different colours, depending on 
the structural codes in which they were categorized. During the second coding cycle, mind maps and 
tables were created to reorganise the structural, descriptive, and in vivo codes (See Appendix J for an 
illustration of the use of concept maps during the coding process). The mind maps and tables 
facilitated further inspection and reorganisation of the information into well-defined categories and 
subcategories and made it possible to gain new insights related to the research questions. The third 
phase is referred to as “post coding” by Saldaña, (2015; p 185). The post coding process is a 
transitional analytic process between the coding cycles and the final writing of the research report. 
During this last phase, a selection was made from various ideas that have emerged from the study. 




The rating scales in the short questionnaire to evaluate 2SKIP (See Appendix E.4), completed 
by teachers during the last focus group discussion, were used to calculate an average value of 
appreciation of 2SKIP for each characteristic. Teachers were also asked on a scale of four, how 
important each characteristic is. The average values of their responses were used to order the 
characteristics from most to least important, as experiences by the teachers.  
The ordered list of most to least useful activities, made by students during the focus group 
discussion, was analysed using a point-system. Six points were allocated when an activity was 
classified under most helpful and very helpful, four points if classified under moderately and fairly 
helpful and 2 points if it was listed under least helpful. All points, allocated by every group for each 
activity, were added up. The total was used to order the activities from most to least useful as 
experienced by the students. 
Analysis of the study skill test 
Twenty-six students completed the study skill test (See Appendix C.1).  Question 1 to 4 were graded 
using a rubric (See Appendix C.2). The project coordinator and I (referred to as the assessors) graded 
question 1 to 4 separately using a test memo. All results were entered in an excel sheet. A double 
entry system was used to control the correct input of results. Results for each question and each 
students were compared across the two assessors. If the results differed two or more steps on the 
scale, the assessors examined the answer together to reach a consensus. The results of some questions 
were added up together (as they measured the same type of knowledge) and for each (group of) 
question the mean and median was calculated using the lowest grade awarded amongst the assessors. 
 Question 1b and question 1c were also analysed qualitatively, using the process of structural 
coding followed by descriptive coding, as described by Saldaña (2015). The structural and descriptive 
coding of question 1b and 1c resulted in categories and subcategories of conditional knowledge 
recalled by students. 
Question 5 was not included in the assessment rubric. The number of times students listed the 
most and least helpful study tactic was counted. Descriptive coding of the students’ comments 
resulted in categories and subcategories of reasons why students accept or reject the use of a certain 
study tactic, leading to better understanding of the students’ conditional knowledge. 
 
Analysis of study skill brochure 
To analyse the study skill brochures (See Appendix I.3 for examples of study brochures created by the 
students), a procedure adapted from a research completed by Dole, Brown, and Trathen (1996) was 
used. I examined all the study skill brochures and posters to generate categories of appropriate 




Analysis of study tasks and test questions 
The study tasks and test questions are analysed to receive information on 3 different themes: 
1. The procedural knowledge of students: Teachers graded the students’ answers. I used these 
grades to evaluate students’ procedural knowledge and/or conditional knowledge. 
2. The ability of teachers to design integrated questions: Structural coding and descriptive 
coding of the questions gave clarity about the teachers’ ability to use subject-specific content 
to design study-tactic related tasks and test questions.  
3. The ability for teachers to give constructive feedback on the students’ procedural knowledge: 
Structural coding of the feedback gave insight about the type of feedback teachers give to 
help students to improve their study tactics. 
 
Analysis of the reflection questions 
Structural coding was used to analyse the type of reflection questions that teachers developed. 
Descriptive coding of the answers of the students led to categories and subcategories that summarized 





In this chapter, the findings for each sub-question are presented and analysed. The results of the first 
five sub-questions inform changes or additional guidelines regarding the characteristics that are most 
conducive to successful study skill interventions and recommendations to improve 2SKIP, as 
stipulated in sub-question six and the main research question.  
3.1 Sub-question 1 
Are students able to demonstrate their procedural and conditional knowledge on 
study tactics at the end of the Dual Study Skill Intervention Program?  
  
A variety of data were selected, analysed and triangulated to answer this question (See Appendix G). 
The results are discussed for each phase of STEP. The results of the analysis of the students’ brochure 
are discussed separately at the end of this chapter/ Tabl2 2 (p.30) summarizes the data sources and 
results for each STEP phase.  
Phase I: Skimming 
Figure 3 shows the students’ study skills test results related to procedural and conditional knowledge 
for skimming to make a chapter overview. Nine out of twenty six students (35 %) showed sufficient 
procedural knowledge (score > 3).  Only one student showed sufficient conditional knowledge (score 
>3). 
 








Figure 3. Results of procedural and conditional knowledge chapter overview of study skills test. 
In geography, students were given a text and asked to develop a chapter overview. Twenty-
five students completed this study task. The teacher graded their work out of 10. Nineteen students 
received a score of 6 or higher, only six students performed poorly with a score below 5. During a 
reflection meeting (timeline week 18, Figure 2 on page 21), the geography teacher described the 




“I was very impressed with the way they worked…You can see that those who have organised-
thinking [skills] can use the chapter overview very well…but there are some who were 
struggling before who are starting to improve their grades simply because they find now 
easier ways to organise their thoughts”. 
During the direct course, students were instructed to make a chapter overview at home of a 
topic of any subject of their choice. Only five students completed this task. Students were asked why 
they decided not to complete the task. Typical answers were “A chapter overview is a waste of time”, 
“I don’t think it helps”, “I had to study for a test, so I had not time to make a chapter overview”, “I 
am not used to it”. At the end of the direct course (timeline week 12, Figure 2 on page 21), students 
developed a study brochure that outlines their study approach. Only three students added the chapter 
overview in their brochure as part of their study approach and two of those students used the words “to 
get a gist of the chapter” to elaborate as to why this approach is helpful.  
 
Phase II: Active Reading 
Under active reading, I focus on the use of graphic organisers, question generation and Cornell notes. 
Questions 3 (3b+3c+3d) of the study skill test (See Appendix C.2) assessed the students’ procedural 
knowledge of graphic organisers. Question 2 and question 3a of the study skill test measured the 
students’ ability to choose the most appropriate graphic organiser for a given context (conditional 
knowledge). Figure 4 shows that students scored relatively high on both procedural (median: 5/9) and 
conditional knowledge (median 5/9) of graphic organisers in the study skill test (See Appendix C.3 for 


















Structural coding of the students’ answers of question 3 of the study skill test revealed that, 
out of 26 students, thirteen students used a concept map, eight students used a table and two students 
used the Cornell note format to organise the information of the text (See Appendix I.1 for examples of 
students’ work for question 3 of the study skill test). Only three students did not make an attempt to 
arrange information in a graphic organiser. During the reflection meeting, teachers indicated that 
selecting the main ideas from the details and organizing them in a visual display is very challenging 
for the students. On the other hand, teachers also acknowledge that students “started to warm up to the 
idea…” and “got on with it…” and “They came up with some very good work…They are beautiful and 
that is very positive”. These comments are confirmed by the test questions that were organised by a 
science and mathematics teacher during the second part of the intervention (timeline week 16 and 17, 
Figure 2 on page 21). The science teacher asked students to give an example of a graphic organiser 
that they have used to study for the test. Eighteen students wrote this test. Five students did not 
produce any graphic organiser, thirteen students used a spider diagram or a table to visualize a part of 
the content that they had studied for this test. The teacher complimented the students’ work with the 
following words: 
“They were prepared to use it [Graphic organiser] again for the second part of the topic 
when they were not forced to do it [and] that is encouraging for me” 
 This comment illustrates that most students were able to produce a visual diagram independently. In 
the last week of 2SKIP, a mathematics teacher asked in a test: “Draw a graphic organiser to 
summarize your knowledge on right-angles trigonometry and/or Pythagoras”. This question was 
marked out of 3 by the teacher (1 mark for the graphic organiser, 1 mark for essential information and 
1 mark for meaningful use of colour). Twelve students received 3 marks, seven students received 2 
marks. Appendix I.2 presents the best work and the weakest work chosen from the nineteen students 
who wrote this test. It is important to note that the teacher admitted that this question was inserted into 
the test, without having used a graphic organiser in class while presenting this particular topic. This 
confirms the science teacher’s observation that students, at the end of 2SKIP, were able to produce a 
visual diagram to summarize information without any specific support from the teacher. When 
students, during the direct course, were asked to motivate why they like or dislike the use of graphic 
organisers, all comments pointed towards a shared misconception amongst this group of students: 
graphic organisers are only useful for visual students.  
The second study tactic that was introduced as a tool to complete phase II of STEP was the 
use of Cornell notes. As part of the direct course, students were acquainted with the Cornell format for 
note taking. Two practice exercises were given. All students needed a lot of guidance and step-by-step 
instructions to complete the exercises. Only the science teacher practiced this study tactic in class. 




“I have some samples here of the Cornell notes…some of them have done a really good job. I 
found this interesting that this process was met with mixed reviews from the two classes”. 
Figure 5 highlights that students scored low (Median 2/9) on the procedural knowledge of Cornell 

















When asked which study tactic was the least and the most helpful, four students mentioned Cornell 
notes as the most useful and seven students listed this as the least useful. One student described 
Cornell notes as “a method that includes most of the tactics on its own”, another student states: “It 
helps to focus”. The responses from students who did not like to use Cornell notes imply that students 
felt that this study tactic is too complicated and too much work and that students could not make sense 
of how Cornell notes could help them to improve their grades. 
Question generation is another study tactic of Phase II of STEP that was used numerous times 
by different teachers (See Chapter 3.4). All teachers agree that most students responded very well to 
the idea of generating their own questions as a way to study. During the first reflection meeting, the 
English teacher worded her experience as follows: 
“I asked them to make questions and every single student used what… and then they created 
their own questions but they had to use what, where, how and why. They actually found that 
really interesting and it started a whole discussion as they had not gone there at all, so that 
was very useful”. 
The geography teacher shares a similar experience during the last reflection meeting:  




“I asked them to write a ten mark test for another person in class, and some of these questions 
were harder than I would imagine…I did this at the beginning of the term and then the 
questions were far too easy…now it was at the end of term and they were showing that they 
can find information and ask a question better than before, simply because of the way we have 
been working in class”  
Phase III: Memorization and Practice.  
In the study skill test, the majority of the students (19 out of 26) list only one reason (namely: recall 
during a test) to explain why memorizing information is important. Self-quizzing, spaced practice and 
interleaving are the study tactics that were discussed in the direct course to facilitate memorizing and 
practice. On question 5 of the study skill test (See Appendix C.3) sixteen students indicated self-
quizzing as the most useful study tactic. The students’ comments on self -quizzing can be summarized 
as follows: self-quizzing is easy, self-quizzing helps to memorize, self-quizzing helps to anticipate 
possible test questions.  
To allow for spaced practice, students need to be able to plan their work ahead. Question 1d of 
the study skill test was supposed to measure students’ ability to describe the procedure of effective 
planning. However, 42% of the answers were not linked to the question (score = 0), which strongly 
indicates that this question might have been misinterpreted by too many students. Therefore question 
1d was eliminated from further interpretation. In maths tests (timeline week 16 and 17, Figure 2 on 
page 21), two teachers asked the students to reflect on the time they spent to prepare for this test. In 
one class, eleven responses out of nineteen (58%) show evidence of application of spaced practice. In 
the other class, sixteen responses out of nineteen (84%) showed evidence of application of spaced 
practice. These last results must be interpreted with caution as students, during the focus group 
discussion (timeline week 18, Figure 2 on page 21), commented that because the teacher allocated 1 
mark to this reflection question, students tried to answer what they thought the teacher would like to 
read. The high score may be due to this social desirability bias, but it does show that students 
understand the principle of spaced practice but might not implement it as such. When asked, in the 
study skill test, which study tactic was the least and the most helpful two students mentioned the 
planning as the most useful, two students mentioned it as the least useful. Students’ comments on 
planning varies from “I just started doing it and it really helps” to “I will not use this because it never 
goes to plan and it is inaccurate”. The project coordinator observed that very few students are 
planning their work on a weekly basis and that, ahead of an exam period, many students complain 
about the amount of work but don’t seem to see that planning is an important step to get through an 




 Interleaving is a third tactic that was recommended for phase III of STEP. On question 5 of 
the study skill test (See Appendix C.3) six students identified interleaving as the least helpful and used 
adjectives such as “confusing”, “pointless” and “senseless” to describe this study tactic.  
Creating a personal study approach 
At the end of the direct course, students developed a study brochure that outlines their personal study 
approach. As I examined the brochures and posters, I generated three categories of appropriate 
responses: (1) Studying is regarded as a step-by-step process, (2) A variety of study tactics are 
included, (3) Conditional knowledge is added to justify the use of a study tactic. Each brochure was 









The analysis of the study brochures shows that the majority of the students regard studying as a step-
by-step process and use three or more study tactics to describe their personal study approach (score = 
high or medium) . Only two students used correct and sufficient conditional knowledge to justify the 
use of those study tactics (score = high), six students briefly included conditional knowledge and this 
only for one tactic (score = medium). The most common reply from students when asked, during the 
focus group discussion, why they did (not) include a specific study tactic in their brochure is “because 









Summary of Data Sources and Results on Students’ Procedural and Conditional Knowledge of Study 
Tactics 
Study tactic Data from which evidence about students’ study skill 
development was extracted 
Procedural Conditional 
Phase I    
Skimming to make 
chapter overview 
Study skill test questions 1a and 1b 
Geography study task 





Most students demonstrate the ability to skim a text and develop a chapter overview, but appreciated only one level 
of application (to get a gist of the content) and found the procedure not helpful.   
Phase II    
Graphic organisers Study skill test questions 2 and 3 
Reflection meetings 
Integrated test question mathematics 
Integrated test question science 
Observations from research coordinator during direct course 
 
Yes Limited 
Cornell notes Observations from research coordinator during direct course 









Students are able to organise information into graphic organisers and generate relevant questions for a given topic. 
Students only see limited applicability or usefulness of these tactics, and base their arguments on the misconception 
that the use of study tactics solely depends on personal learning styles. Students demonstrated very little knowledge 
of both types of Cornell notes. 
Phase III    
Self-Quizzing Study skill test question 5 
 Yes Yes 
Spaced practice Study skill question 5 
Reflection question mathematics 
Observations from project coordinator 
 
No No 
Interleaving Study skill test question 5 
 
No No 
Students use self-quizzing often and are able to describe the benefits of this tactic. Students understand the 
procedure of spaced practice but do not recognize its usefulness. Very little evidence could be collected with 




Study Skill Brochure n/a n/a 
The majority of students regard studying as a step-by-step process but very few students justify the use of study 






An eclectic approach was used to analyse how students perform and relate to different study tactics of 
each phase of STEP. The data disclose that students possess sufficient procedural knowledge to use 
study tactics such as making a chapter overview, creating graphic organisers, question generation and 
self-quizzing. Students did not demonstrate sufficient procedural knowledge to use Cornel notes, or to 
plan and to employ interleaving to their advantage. The qualitative data also substantiate the idea that 
the conditional knowledge of the different study tactics for most students is inadequate. When probing 
to elaborate on when and why they use a particular study tactic, students use one-sided arguments or 
arguments based on myths of learning styles. Further investigation of the students’ and teachers’ 
perceptions on the intervention (chapter 3.2 to 3.5) will give more insight on how 2 SKIP can become 
more effective to improve both the procedural as well as the conditional knowledge (See Chapter 3.7). 
 
3.2 Sub-question 2 
Which part(s) of the intervention do students identify as the most and least helpful? 
Why? 
During the focus group discussions (timeline week 18, Figure 2 on page 21), students worked in 
groups of two or three members to rank the different intervention strategies (See Appendix B.3) and to 
give written comments to clarify their choice (See Appendix D.4 for examples of student’s work). 
Eight groups completed this exercise. Six points were allocated when an activity was classified under 
most helpful and very helpful, four points if classified under moderately and fairly helpful and 2 points 
if it was listed under least helpful. Table 3 displays how the student-groups rated each intervention. 
Feedback was rated the highest, followed by modelling. The study skill course came out as the 
least helpful. Students felt that feedback helped them to improve their work in order to increase their 
grades. Two students wrote the following about their experiences with receiving feedback:  
“It helped me to realize my mistakes and to not make them again “  
“It helped us in history because next time we know what to do to be successful in our essays” 
Modelling was also highly appreciated by students. One student stated: “It shows the class 
better ways of writing notes instead of just writing paragraphs”.  Another student stated: “It gives 
possible new ways to study” and was echoed by a third student who wrote: “It opened my mind to new 
ways of learning”. However not all students agreed with the previous point of views. Other students 
sensed that modelling did not help to apply the study tactic and that “it was not helpful because some 
































Feedback 5 (30) 1 (6)     2 (0) 36 
Modelling 1 (6) 1 (6) 2 (8) 3 (12) 1 (2)   34 
Classroom activities  2 (12) 2 (8) 2 (8)  2 (4)  32 
Study task  3 (18) 1 (4) 1 (4) 1 (2) 2 (4)  32 
Reflection questions 1 (6) 1 (6) 3 (12)  1 (2) 1 (2) 1 (0) 28 
Integrated test questions  2 (12)   6 (12)   24 
Study skill  course    2 (8) 2 (4) 1 (2) 3 (0) 14 
Note. Numbers indicate the number of groups selecting that option, in brackets is the total amount of points allocated.  
 
Classroom activities and study tasks scored equally high. Students acknowledge the fact that 
these activities helped them to familiarize with various study tactics across different subjects. Students 
appreciated the fact that study tasks gave them a chance to practice the skills without the help of the 
teacher. However, students also pointed out that it was sometimes difficult to understand what was 
expected from them and that it involved extra work. Some students experienced the activities as a 
waste of time. One student echoes this last sentiment vividly: “I would like to learn something in 
science and other subjects instead of doing study skills.” 
Integrated test questions and reflection questions came at the lower end of the list. What 
stands out from the contradictory comments of the students is that those who got extra marks due to 
these questions in a test supported the use of this strategy, others who lost marks, rejected the strategy. 
During the discussion, students strongly argued against the fact that some teachers allocated marks for 
the completion of an integrated test question and reflection question. The allocation of marks was 
mainly used by the teachers to motivate students to take the questions as seriously as the traditional 
pure content-based questions. The following dialogue demonstrates cogently the consequences of 
graded feedback:  
Researcher (R): Would you have answered this question [refers to an integrated test question 
in mathematics] with the same energy and the same commitment if there were no marks, if it 
was just for you to reflect on how you studied? 
Student (S): No, but they could do it at the end of the test, like once you finished the test, like a 
quiz, just how did you study, did you find this effective, what could you do in the future, 




S: Well [Hesitates], no but because it was marked we just made up something, put something 
down but that wasn’t really what they did. 
R: So, because of the marks, students started to think about what they have learned about 
study skills and wrote it down? 
S: Yes, just to get extra marks on the test, but not really how they studied [for this particular 
test].         
Nevertheless, some of the students’ comments indicate some understanding and appreciation of the 
purpose of integrated test questions and reflection questions: 
“It gives you hints on how to use that specific study tactic” 
“It helped us reflect on whether we actually used the study skill” 
“Shows whether you actually understand the topic” 
“Gives the teacher an idea on how I study” 
“We realized what to do in the future” 
The study skill course received the lowest score from all the strategies used in 2SKIP. During 
the focus group discussions, extra time was spend to probe students to elaborate on the reasons for 
their disapproval. Three reasons were identified from their comments: (1) because it was included in 
the life-skill lessons, (2) because it was compulsory and (3) because it was too repetitive. The project 
coordinator described life skills as a subject that is offered by the school to equip the student with 
knowledge, practical skills and values for their personal and social well-being. When asked, during a 
focus group discussion, how different life skills is from study skills, an interesting dialogue between 
students started:  
S1: Life skills is about life, study skills is not. 
S2: It can relate to life but it is not about life,  
S1: It is about school life, not life 
S3: It can help school life, but [in] different areas, if now we talk about school, people want to 
talk about things [but] not work on study skills 
S4: Life skill lessons are for us to chill not to work hard 
S3: I think we could have like a week of study skills, just one week 
This dialogue alludes to the fact that students do not recognize the value of study skill development for 
their future educational career and life in general. This interpretation is confirmed by the following 
comment of another student: 
“Maths, Science will help you to earn the big money, but study skills will not help you to make 
money” 
The previous dialogue ends with a suggestion to organise all the lessons of the direct course in 




mentioned by the students are: during library or community service (which are two other subjects in 
the student’s timetable) and after school hours, as an extra curriculum activity. This last suggestion is 
in line with another reason why the study skill course was so unpopular amongst the students. All 
students agree that the study skills were forced upon them. They feel that the course should be 
voluntarily or only compulsory for the students who “don’t know how to study”.  
Very few comments were given about the actual content of the course with exception of the 
fact that it was too long and too repetitive. Throughout the second focus group discussion (timeline 
week 18, Figure 2 on page 21), I observed that one student dominated the discussion. The other 
students were constantly interrupted, especially if they tried to share some constructive information 
related to the direct course. This observation implies that peer influence might have played a role on 
the spreading of the negative feelings amongst the students towards the direct course and 2SKIP in 
general. This observation could, however, not be confirmed by other collected data. 
Conclusion 
Feedback and modelling are the interventions that students identified as the most helpful. Most 
students also value the classroom activities and study tasks to improve their study skills. Students did 
not appreciate the reflection questions and integrated test questions. They feel that it is unfair to assess 
and mark such type of questions. However, knowing that students do approve of formative feedback, 
one could presume that students might value the use of integrated test questions and reflection 
questions more if they were used in combination with formative feedback. Hence the need for more 
emphasis on formative feedback in the re-design of 2SKIP. Students are very negative towards the 
direct course. Whether peer influence lays at the basis of the disapproval of the direct course or not, 
the students’ appeal to re-think the logistical aspects of the course should not be ignored and must be 
taken into account when re-designing 2SKIP.  
 
3.3 Sub-question 3 
What are the contributing factors and the obstacles to the students’ successful use of 
study tactics? 
 
To answer this question, I used the students’ responses on question 5 of the study skill test and their 
comments during the focus group discussions. Table 4 describes the contributing factors and the 







Description of Success Factors and Obstacles as Described by Students 
 
 
Success factors Description Examples of  
Students’ Statements 
Perceived usefulness Student are more likely to use a particular 
study tactic when they have had an immediate 
successful experience with that tactic 
“It helps me to conclude topics”; “It helps me 
to focus”; “It helps to organise my study time”; 
Enjoyment A study tactic is used successfully when 
students feel content and at ease using it. 
 
“I enjoy using this”; It is a nice way to study”; 




Students indicate that they will successfully 
use study tactics that have been practiced over 
a long period of time.  
“I have been doing it for a long time”; “I am 
used to it”; “…I have been able to survive tests 
and now you are trying to convince [us] that 




The data reveal that students justify the use or rejection of certain study tactics based on the 
perceived usefulness. Students avoid using study tactics if they have not experienced their 
effectiveness and when they do not recognise the utility for their future performance. In other words, 
the students do use their conditional knowledge to make decisions about their study approach.  The 
data also show that students need to feel content and at ease while employing study tactics. The 
category “enjoyment” is interrelated with the success factor described under “well-rehearsed study 
habit” and the obstacle “resistance to adapt study habits”. The students enjoy and prefer to use well-
rehearsed study habits but it are exactly those older study habits that stand in the way to appreciate 
new input. Consequently, it is important to practice effective study tactics regularly and at a young age 
to ensure that the tactics become well-rehearsed study habits before students start to adapt less 
effective study habits.  
Study skill fatigue was another obstacle identified from the students’ comments and was also 
felt amongst the teachers (See Chapter 3.6). Students object to the intensity of the program. They 
rejected the fact that study skill were introduced during the life skill lessons for a period of 10 weeks 
and that it was brought into the lessons of different subjects. Study skill fatigue and lack of 
empowerment are two categories that might be interrelated as the study skill fatigue could also be due 
to the fact that 2SKIP failed to give students enough control over what study skill development should 
be and how and when it should be organised. The words “being forced” were used numerous times by 
 
Obstacles Description Examples of students’ comments 
Negative attitude 
towards the value of 
study skill development 
Students avoid using study tactics if they have 
not experienced their effectiveness and when 
students do not recognise the utility for their 
future performance.  
 
 “Confusing”, “does not make sense”, 
“pointless” I don’t see the point [of study skills 
in math], I rather think we should practice more 
[do more math exercises]. 
 
Resistance to adapt 
study habits 
Current study habits stand in the way to 
appreciate new input  
“At our age, we already have our habits and we 
know already know how to study”; “I will not 
use any [study tactic] because I have been 
doing fine with my ways of studying” ;  
   
Study skill fatigue Students are bored and annoyed because the 
program is too intensive. They rejected the 
fact that study skill were introduced during the 
life skill lessons for a period of 10 weeks and 
that it was brought into many lessons of 
different subjects.  
“You know when you have too much of 
everything, at first it is ok, but then there is 
excess so you stop liking it”; “the fact that it 
was everywhere…people started to reject 
anything [when] study skills was named”; “It 
should not be in life skills, because [in} life 
skills we need to discuss things that we need in 
life, what you study is not for our life, It  is not 
something that fits in life skills” 
 
Lack of Empowerment Students felt that they had no control over 
how and when to change their old study habits 
“Forcing us to do it all the time, it gets really 
annoying” “ I felt that some study tactics were 
forced on us”; “I think it took us out of the blue 
they did not give us time to digest what was 
happening, the one week we were doing life 




the students during the focus group discussions to describe their disapproval of the intervention. 
Students felt they were forced to practice a series of study tactics on too many occasions, which 
resulted in students’ rejection of those study tactics.  
 
Conclusion 
Three factors contributing to the successful use of study tactics emerged: (1) enjoyment, (2) well-
rehearsed study habits and (3) perceived usefulness. Emerging obstacles that hinder students to select 
and employ certain study tactics are: (1) negative attitude towards the value of study skill 
development, (2) resistance to change study habits, (3) study skill fatigue and (4) Lack of 
empowerment. Analysis of these factors confirm that the re-design of to 2SKIP needs to further 
explore better strategies to acquire conditional knowledge (see also chapter 3.1). In addition, the age of 
the target group for the intervention and strategies to avoid study skill fatigue need to be reviewed 
during the re-design of 2SKIP. Lastly, measures needs to be put in place to increase the degree of 
empowerment during the intervention. 
 
3.4 Sub-question 4 
To what extent are teachers able to incorporate activities, during their teaching 
periods that allow students to practice the study tactics and develop the procedural 
and conditional knowledge of study tactics?  
I requested teachers to submit evidence of study tasks, integrated test questions and reflection 
questions (timeline, week 18, Figure 2 on page 21) This evidence, together with the coded transcripts 
of the reflection meetings and the completed reflection journal (timeline, week 11-13, Figure 2 on 
page 21) served as data to find out (1) if teachers focussed on procedural and/or conditional 
knowledge of the study tactics (2) what intervention strategies and study tactics teachers used (3) the 
quality of the study tasks, integrated test questions and reflection questions and (4) the type of the 
feedback teachers gave students.  
During the reflection meetings and on their reflection journals, teachers gave short 
descriptions of each intervention strategy they used to integrate study skill development in their class. 
As part of the coding process, each strategy was numbered. I used a concept map to organise the 
descriptions per study tactic and per type of knowledge (see Appendix J for examples of the use of 
concept maps during the coding process). When an intervention focussed on how to use a study tactic 
it was categorized under “procedural knowledge”, when an intervention focussed on why or when to 




were described by the teachers. Forty five of the interventions (79%) aimed at improving students’ 
procedural knowledge of a variety of study tactics. Twelve interventions (21%) are categorized under 
“conditional knowledge”. These interventions are mostly short explicit discussion moments in class 
where teachers explain when and why to use a study tactic. There is no evidence that teachers 
explicitly referred to STEP to augment students’ conditional knowledge. As discussed later in chapter 
3.5, teachers even purposefully omitted such information to avoid the students’ rejection.  
Table 5 lists the study tactics that were addressed and the intervention strategies that were 
used per subject during 2SKIP. A variety of study tactics were discussed and practiced across different 
subjects. Graphic organisers and question generation were addressed across most subjects. The 
English teacher introduced students to the 10-24-7 strategy and the use of meaningful colour. The 
science teacher encouraged students to use Cornell notes for their summaries. In mathematics, one 
teacher experimented with practice retrieval and in geography, the teacher used the principle of 
interleaving during revision sessions with the class.  
Modelling and classroom activities to demonstrate and practice a particular study tactic using 
subject-specific content were used most frequently across the different subjects. Study tasks were 
organised in mathematics, geography and French. For geography, students were given a text about the 
topic that they discussed in class and were asked to make a chapter overview, followed by a summary 
of the text. The teacher marked the students’ work and gave some students short written feedback such 
as “Lovely organisation of ideas”; “Some of your summaries are too long but good organisation of 
ideas” and “This is supposed to be bullet points to make studying this topic easier”. In French and 
mathematics, students were given time in class to create a graphic organiser to visualize the main ideas 
of a topic. The students submitted the graphic organisers but no evidence of feedback directly related 
to the actual graphic organiser was found. The study tasks illustrate that the teachers were able to 
integrate content learning and study skill development in a task but that little effort was made to give 
formative feedback. 
Table 5 
Study tactics and Intervention Strategies per Subject 
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An integrated test question and a reflection question were incorporated in three different 
content tests of different subjects. Table 6 gives an overview of the integrated test questions and 
reflection questions set as part of a content-test in different subjects and the feedback strategy used by 





Overview of All the Integrated Test Questions and Reflection and the Feedback Strategies used by 
Teachers 
Subject Integrated Test Questions Feedback strategy 
  
Mathematics Fill in the following table with one example of 
simultaneous equations. Use colours to highlight 
the reason why each method is the best to use (you 
don’t need to solve this equation) 
 
Marks only, No evidence of how 
marks were allocated 
Mathematics Draw a graphic organizer to summarize your 
knowledge on right-angle trigonometry 
 
Rating scale that included some 
criteria of a good graphic organiser 




understand concepts and/or serve as a study aid for 
tests. In the space below give an example of a 
graphic organiser that you have used.  
marks were allocated 
Subject Reflection Questions Feedback Strategy 
Science When you revised for the respiration and Breathing 
section of the Being Healthy topic, what specific 
study tactic(s) did you employ? Explain how it 
helped you during your test preparation 
 
Marks allocated for effort to answer 
the question 
French Write a paragraph about the graphic organiser that 
you designed and whether or not you think it helped 
you to study for this test. 
Short written feedback such as: 
”Fabulous”; “I hope that you decide 
to use it next time”; “Good, I hope 
you will perfect your method”. 
 
Mathematics Who did you ask for help while studying for this 
test? What did this person do to help you? 
 
Marks allocated for effort to answer 
the question 
Mathematics List the days and times you studied for this test (eg 
Sunday 30 minutes). 
Short written feedback such as:  
”was this enough?”, “That is a lot on 
one day, is it not better to spread 
your revision line?”  
 
The integrated test questions designed by the teachers of the project team are excellent 
examples of how content and procedural knowledge of study tactics can be integrated in a test 
question. The reflection questions, set by the teachers, referred to a particular aspect of the study skill 
development related to specific subject matter. The questions offered students a chance to think about 
how they studied or could have studied to prepare for the given test. Teachers limited their feedback to 
the allocation of marks or short written encouragements. Only one teacher made the effort to develop a 
rating scale for feedback. Not every teacher of the project team has made the effort to add integrated 
test questions and/or reflection questions in a content test. These intervention strategies were 
introduced during the second part of 2SKIP (timeline from week 10 to 20, p.9). Teachers mentioned 
that this period coincided with a series of extra school activities and duties, so there was little time left 
to prepare such questions and/or to give formative feedback. During the member checking meeting, 
teachers also asked more details as to what I meant with formative feedback which indicates that they 
might not be competent enough to offer formative feedback. 
 
 Conclusion 
The numerous interventions described by the project team prove that the teachers were willing to plan, 
organise and employ diverse interventional strategies to offer students regular practice of a variety of 
study tactics using specific subject matter. However, most interventions focussed on the development 




and/or unintentionally. Teachers preferred to use modelling and classroom activities. Only on a few 
occasions, students were given study tasks, integrated test questions and reflection questions. The 
quality of the study tasks and integrated test questions illustrate that teachers are able to integrate 
content and procedural knowledge of study tactics in a test question. The reflection questions offered 
students a chance to think about how they studied or could have studied to prepare for the given test. 
Teachers made very little effort to provide students with feedback. If feedback was given, it was 
mostly in the form of marks or short written encouragements. The reasons why teachers made less 
effort on the explicit teaching of conditional knowledge and why little effort was made to offer 
formative feedback are further investigated in the chapter 3.5 and chapter 3.6.   
 
3.5 Sub-question 5 
What are the successes and challenges experienced by the teachers during the 
implementation period of the Dual Study Skill Intervention Program? 
 
Four categories of how teachers perceived their successes regarding the integration of study skill 
development emerged from the comments of the teachers during the reflective meetings and the 
reflective journals (timeline, week 11-13, Figure 2 on page 21) Teachers felt that the intervention 
strategies were successful because (1) students improved their performances (2) students enjoyed the 
work, (3) it proved to be useful for better understanding of their subject (4) they offered an opportunity 
to use active learning strategies.  
Table 7 describes these categories and lists examples of teachers’ responses from which they emerged.  
 
Table 7 
Description of the Categories of Success as Perceived by the Teachers 
Categories success Description Examples of Teachers’ Comments 
Students’ 
performances 
Teachers associated improved test marks 
with the introduction of study tactics and 
observed a change in the quality of the 
students’ work.  
“After they have done the reviews and the 
questions and I did a topic test, the results 
were better”; “I brought the teachers in to 
come and have a look because it is 
remarkable, so that skill [use of graphic 
organiser] was visible in their project…I 
think that is powerful.;” 
Students’ enjoyment Teacher felt an intervention strategy went 
well because students are content, at ease 
and willing to cooperate.  
“…because they [students] liked it”; They 
are more open to that so that is why I 
focussed more on that [graphic 
organiser]; “The students felt it was cool” 
 




use of a study tactic as successful because 
they believed that it was useful for their 
subject and because they, personally, 
experienced the usefulness a tactic. 
  
students”; “It helps to grasp the process 
more”;  “it forces them [the students] to 
go back and read and find out what could 
be asked”; ”it worked for me”, “I studied 
like that” 
 
Active Learning Teachers enjoyed the intervention strategies 
because they offered an opportunity to use 
active learning strategies.  
“ it adds to the diversity of the teaching”; 
“these extra tools made teaching lot more 
interesting for me because it is boring to 
just stand at the board and write notes”; 
“It changed the routine”  
 
 
The teachers’ accounts on the challenges are divided into two major categories: (1) students’ 
resistance and (2) work overload.  Teachers felt very uncomfortable when a group of students in their 
class demonstrated resentment towards the activities. The following comments illustrate their 
experiences and feelings:  
 “If we are doing this across subjects then the overkill becomes a problem” 
“So for me the challenge was to get them on board with whatever it was I was trying to get 
them to learn…because I heard that they were reluctant about study skills…they kept saying 
we are doing the study skills and it is not nice because we are doing it in other classes” 
“I was put off [by] the response I got from the students, it seems a lot of work for them and I 
didn’t like dealing with convincing people why they [the study tactics] are important,… I just 
didn’t manage” 
To avoid the students’ resistance, the teachers choose to (1) avoid the integration of study skill 
development or (2) only address those study tactics that students felt confident with, and/or (3) model 
and practice a study tactic without making students aware of the fact that it is a study tactic. The latter 
strategy was experienced as very successful, as illustrated by the following story shared by a teacher 
who only told the students about the tactics she had used over the past 16 weeks during a reflection 
session at the end of the intervention: 
“When they [the students] realized what I have been doing [modelling 10, 24, 7 strategy] they 
were irritated with me, they didn’t realize I was so involved in this program…They were 
shocked that I was actually using the method and that it worked so effectively…without that 
word [studyskill] they were quite happy to admit that it had worked” 
Workload was a second category identified from the reflective accounts. Teachers agree that 
the use of the intervention strategies needed extra preparation time, especially as these teaching 
methods were new to them. Teachers felt once they have more practice to integrate study skill 
development into their subject, automaticity would allow them to organise quick, on the spot 




related activities were organised in class. Teachers mentioned that it had been a very busy term with 
lots of other priorities as compared to the previous term. As a result, teachers choose to omit the 
integration of study skills or to use strategies that need no or little preparation ahead of the lesson.  
Conclusion 
Teachers feel that the intervention was a success because they noticed improvement in the students’ 
performance and they observed that students are enjoying the intervention strategies. Teachers also 
described the intervention and certain study tactics as successful and effective because they believe 
that it was useful for their subject and/or because they personally feel comfortable with a specific 
study tactic. Consequently, teachers choose to introduce certain study tactics based on their perceived 
usefulness, instead of following the initial idea of the intervention to use a new tactic in class when it 
was introduced during the direct course. Teachers also appreciated the fact that the intervention 
offered an opportunity to use active learning strategies. The analysis of the successes as perceived by 
the teachers show the potential of 2SKIP. It is nevertheless also important to make the necessary 
adaptions to 2SKIP based on the teachers’ challenges. As teachers started to feel a growing resistance 
from the students when they gave explicit instructions related to study tactics, they decided to practice 
the study tactics without explicitly elaborating on the procedural and conditional aspects. The fact that 
the students’ resistance influences the teachers’ actions is a great concern. It underlines the need to 
take into considerations the reasons why students resisted the interventions (See Chapter 3.3 on page 
34) when re-designing 2SKIP. Teachers also admitted that the intervention was an extra burden to 
their workload, especially because they did not yet feel competent enough in this field of education. 
2SKIP did provide teacher with opportunities to further develop their competencies but it is apparent 
that teachers need more time to assimilate, trial, practice and reflect upon the new teaching strategies 
until they become part of their habitual teaching practices.  
3.6 Sub-question 6 
To what extent does the Dual Study Skill Intervention Program carry the characteristics 
of a successful study skill intervention and which characteristic do teachers find the 
most relevant for a successful study skill intervention program? 
 
2SKIP was designed with the intention to offer high schools a study skill intervention program that 
carries the seven characteristics which were chosen using the results of past research and based on 
personal observations and experiences (See Chapter 1). For each characteristic, teachers graded on a 
scale of 4 whether the intervention satisfies this characteristics and how important they feel this 




Table 8 shows that teachers believe that 2SKIP does meet the characteristics and that all teachers value 
all characteristics almost equally high. The results of the sub-questions, as discussed in previous 
chapters do, however, reveal that there is a need to further elaborate on the meaning of each 
characteristic and on how to achieve certain attributes for 2SKIP more effectively. The next part 
describes to what extent the intervention met each characteristic, and, as an answer to the first part of 
the main research question, elaborates on how to refine and adapt certain characteristics for 2SKIP to 
be more effective.  
Table 8 
Evaluation of the Characteristics of 2SKIP 
Characteristic                                                                                  N=7 
 
 
Does 2SKIP meet 
this 
characteristic?  
How important is 
this 
characteristic?  
Mean SD Mean SD 
1. A variety of study tactics that are taught a few at a time  3.62 0.52 3.89 0.35 
2. Procedural as well as conditional information for each study tactic  3.38 0.52 4 0 
3. Regular practice that focusses on the use of study tactics applied to 
subject-specific content  
3.63 0.52 4 0 
4. Regular feedback that links performance with study strategy use  3.63 0.52 3.88 0.35 
5. Scaffolding techniques to develop study skills  2.87 0.64 3.75 0.46 
6. A balance between direct and integrated approach of study skill 
development in an effort to minimalize the explicit teaching of study 
skill procedures by subject teachers. 
3.38 0.52 3.25 0.71 
7. Sufficient teacher-support. 3.75 0.46 3.63 0.74 
 
Characteristic 1: offers a variety of study tactics that are taught, a few at a time 
The results of previously discussed sub-questions, show that 2SKIP does meet this characteristic 
partly. During the teacher training and direct course, teachers and students were introduced to STEP 
and the study tactics that can be used to complete the three phases of STEP. During the direct course, a 
new study tactic was introduced every second week. Across the different subjects, a variety of study 
tactics were addressed by the teachers (See Chapter 3.4). The teachers’ selection of study tactics 
depended on the perceived usefulness in relation to their subject. As a result, students received 
different input across different subjects over a period of two school terms, instead of offering the study 
tactics a few at a time (See Chapter 3.5). The project team of 2SKIP also warns that students become 
overwhelmed with the amount of different study tactics offered when instruction is too intense and too 
detailed. Consequently a reformulation of the characteristic is suggested: Offer a variety of suitable 




Characteristic 2: Offers procedural as well as conditional information for each study tactic. 
This characteristic was met partly as only limited conditional knowledge was provided. The majority 
of the intervention strategies implemented by the teachers focussed on the procedural knowledge of 
study tactics. On some occasions, teachers would, rather unintentionally, discuss why, when and 
where to use a particular study tactic. STEP was rarely addressed in class as a tool to inform students 
when to use certain study tactics (See Chapter 3.4). In addition, when students demonstrated 
resentment, teachers opted to omit the transfer of conditional knowledge intentionally, hoping that 
students would get on with the activity without protest (See Chapter 3.5). Teachers do acknowledge 
the importance of possessing conditional knowledge to be able to select and employ a study approach 
that suits the context. They do, however, question the effectiveness of explicit teaching of conditional 
knowledge, especially because of the resistance they experienced amongst students when they use 
terms such as study skills, study approach or study method.  Therefore, teachers opt for a more 
implicit approach. 
Characteristic 3: Offers regular practice that focusses on the use of study tactics applied to subject-
specific content. 
This characteristic was met by 2SKIP but also induced a major challenge. Teachers, across different 
subjects, offered students numerous activities and tasks to practice a variety of study tactics (See 
Chapter 3.4), to the extent that students started to question the amount of time spend on study tactics 
compared to the teaching of actual content. In addition, as discussed earlier in chapter 3.3, an overall 
study skill fatigue developed amongst the students which resulted in students’ rejection of study tactics 
that were introduced during this period. This major challenge shows that the intensive intervention 
over a period of sixteen weeks worked counterproductive. It implies that the intervention should be 
organised over a much longer period, allowing teachers to slowly introduce students to a variety of 
study tactics and to spread the numerous practice activities and tasks over a much longer period. The 
characteristic is reformulated as follows: Offer regular practice that focusses, implicitly, on the use of 
study tactics applied to the subject-specific content.  
Characteristic 4: Offers regular feedback that links performance with study strategy use 
No regular feedback, linked to the use of study tactics, was given during this intervention. At the 
beginning of the second part of the intervention (timeline week 10,  Figure 2 on page 21), teachers 
were given examples of study tasks, integrated test questions and reflection questions and different 
types of feedback strategies were discussed. However, as discussed in chapter 3.4, feedback was 
limited to the allocation of marks, short written encouragements and, on one occasion, the use of a 
rating scale. No evidence was gathered as to why teachers failed to incorporate such feedback. The 




study skill intervention might have contributed to the lack of formative feedback. Also, one teacher 
clarified, during an informal encounter with the researcher that she was under the impression that the 
reflection questions were only meant for the study and were not part of the intervention, so she did not 
make an effort to read the students’ answers and give feedback. Though not intentionally, the English 
teacher used a reflection session as a means to give constructive feedback to students. This 
intervention was experienced as a very successful intervention strategy by both teacher and students. 
The teacher organised this session after a content test. During this session, the teacher described and 
discussed the strategies that she, implicitly, used in class to help students to process and memorize 
information. This idea could be an alternative strategy to offer feedback that links students’ 
performance with study strategy use. Caution is advised with regards to “regular feedback” as this 
2SKIP intervention has shown that students do not appreciate the repetitive and explicit discussion on 
study tactics. As a result, the following reformulation of this characteristic is suggested: Offer 
formative feedback during reflection sections to discuss explicitly the link between students’ 
performance and the study tactics implicitly modelled and practiced in class.  
Characteristic 5: Uses the principles of scaffolding to develop study skills. 
Though teachers did, during this 2SKIP intervention, use techniques such as modelling, step-by-step 
instructions and, by the end of the intervention, tasks without detailed instructions, there is no 
evidence that teachers planned the activities according to the principles of scaffolding. In the 
questionnaire to evaluate the characteristics (timeline, week 18, Figure 2 on page 21), one teacher 
admitted that she was not sure what scaffolding means. Indeed, scaffolding was not discussed at any 
point during the teacher training and might be the reason why this 2SKIP intervention did not meet 
this characteristic. In addition, the sixteen week implementation period was too short to enable 
effective scaffolding. These results suggest, again, that the intervention should be spread over a much 
longer period. In addition, teachers need support to create a long term lesson plan that uses the 
principles of scaffolding to make study skill development an integral part of their lessons. As a result, 
the following reformulation of this characteristic is suggested: use the principles of scaffolding to 
develop study skills as much as possible within the timeframe of the intervention. 
Characteristic 6: Reaches a balance between direct (“bolt-on”) and integrated approach (Built-in) of 
study skill development in an effort to minimalize the explicit teaching of study skill procedures by 
subject teachers. 
The direct course was offered as part of the subject life skills during term 4 of the school year. The 
course lasted for ten lessons of forty minutes over ten consecutive weeks. Teachers experienced the 
benefits of the direct course. They appreciated the fact that certain study tactics were known by the 




“At least doing these classes in life skills [refers to direct course] it sort of cuts down on the 
work for me because I did not explain about graphic organiser, they [students] just got on with 
it and they did well”  
 This comment was echoed by other teachers and illustrates that the dual approach of 2SKIP was much 
appreciated by the teachers. The students, however, rejected the fact that study skills were introduced 
during the life skill lessons for a period of ten weeks and that it was brought into many lessons of 
different subjects (See Chapter 3.3). The balance between the direct course and the integrated 
approach might have caused the study skill fatigue observed amongst the students. This indicates that 
when an intervention chooses to use the dual approach, it is important to think carefully about when 
and how to include the direct course into the school curriculum, to find a strategy to plan the 
integrated activities across the subjects and to spread the intervention over a much longer period. 
Characteristic 7: Offers sufficient teacher support. 
The teachers’ support component of 2SKIP included a series of interventions (See Appendix B.4). 
Teachers received a one-day teacher training workshop. At the end of the course, teachers were asked 
what they liked about the training and what aspects could be improved. The idea of introducing STEP 
in the school was appreciated by the majority of the teachers. Teachers benefitted from the number of 
innovative ideas presented, not only to integrate study skill development specifically but also to use 
active learning techniques in general. The teachers also enjoyed the interactive activities used during 
the training but felt that there was not enough time to assimilate all the new information and would 
have liked more group-orientated activities to discuss ideas amongst their colleagues. As was 
discussed earlier in this chapter, teachers did not receive sufficient support related to formative 
feedback and scaffolding. During 2SKIP, teachers did receive the opportunity to share and discuss 
experiences during the reflection meetings, which was very much appreciated by the members of the 
project team. Following comments exemplifies teachers’ opinions about the collegial sharing and 
support: 
 “The things that I did mostly came out from the first reflection meeting we had, and seeing 
that the other teachers were trying to do many things that were interesting” 
 “The reflection meetings served me as I could learn what my colleagues have been trying. I 
felt overwhelmed by the quantity of information and techniques at first and was happy to 
select one or two and also see which once were used by my colleagues, this was good and 
worked as an incentive” 
 “I found them [reflection meetings] very useful, especially to hear from other 




Only two teachers missed an appointment for the reflection meetings on one single occasion. 
Afterwards, they apologized and mentioned that they had too many other obligations at the time of the 
meeting. During an informal chat with some teachers of the project team, I learned that the reflection 
meetings were seen as an extra burden on their workload. Because the teacher-support component in 
the form of reflection meetings was highly appreciated, I recommend that this characteristic is 
reformulated to emphasis the use of collaborative reflection. Following reformulation is suggested: A 
continuous professional support program in the form of collaborative reflection is available.  
In the next chapter, the conclusions made in previous chapters are used to describe the 
challenges and to make recommendations for the re-design of 2SKIP. A list of the re-formulated 
characteristics is also included in the next chapter. 
3.7 Recommendation for the Redesign of 2SKIP 
The main research question was formulated as follows: “What are the most conducive characteristics 
of 2SKIP and how can 2SKIP be improved so that (1) students develop both procedural and 
conditional knowledge on study tactics and (2) teachers develop a positive attitude towards the 
integration of study skill development in their classrooms?”   
From the conclusions made for sub-question 1 to 6 (See Chapters 3.1 to 3.6), I identified six 
challenges that need to be addressed for the re-design of the 2SKIP: (1) Inadequate description of 
some characteristics (2) Students’ study skill fatigue (3) Lack of empowerment experienced by 
students, (4) Students’ negative attitude towards the value of study skill development (5) Work 
overload for teachers and (6) Lack of teachers’ knowledge on issues such as scaffolding and formative 
feedback. All challenges were presented to the teachers of the project team during a member check 
meeting (timeline week 18, Figure 2 on page 21) to verify if they agree with my interpretations from 
collected data. The second, third and fourth challenge are student-related. These challenges were 
discussed with six students during another member check meeting (timeline week 18, Figure 2 on page 
21) to find out if they agreed with the interpretations made from the data collected from their peers. 
The first challenge is related to the seven characteristics for a study skill intervention to be 
successful. Teachers believe that 2SKIP does meet the seven characteristics as described in the 
introduction (Chapter1) and value all characteristics equally high (Chapter 3.6). The results of the sub-
questions, however, indicated that some of the seven characteristics, which formed the foundation of 
the design of 2SKIP are incomplete or need to be refined (Chapter 3.6).  
The second challenge is the students’ study skill fatigue. Study skill fatigue was identified 
from the students’ comments and was also felt amongst the teachers (See Chapters 3.3 and 3.6). 
During the member checking meeting, students confirmed that they became irritated because the 




lessons for a period of 10 weeks (Chapter 3.2) and that it was brought into many lessons of different 
subjects (Chapter 3.3). During their member checking meeting, the teachers of the project team 
warned that one should be cautious when generalizing the students’ resistance. They feel that there 
was still a considerable large group of students who were willing to try the new tactics and were active 
and involved during the intervention activities.  
The third challenge is lack of empowerment. From the data, I conclude that 2SKIP failed to 
give students enough control over what study skill development should be and how and when it should 
be organised (See Chapter 3.3). Both the teachers and students who attended the member checking 
meetings agreed that lack of control was indeed a problem. Students added that the intervention was, 
at times, threatening, as if they were no longer capable of making their own choices on how to study 
particular topics. Students rejected the fact that the direct course was compulsory for all students and 
they felt that they were “forced” to practice a series of study tactics when they wanted to focus on the 
subject content.  
The fourth challenge was the students’ negative attitude towards the value of study skill 
development. Students were not able to attribute their performances to the successful use or failure to 
choose and employ effective study tactics. The results of this study indicate that this might have been 
caused by lack of conditional knowledge (See Chapter 3.1), lack of formative feedback (Chapter 3.5) 
and the fact that students are satisfied with the results achieved through old study habits (Chapter 3.3). 
During the member checking meeting, teachers agreed that the negative attitude towards the value of 
the study kill development was mostly due to the fact that students are expecting better results 
immediately, which could not be experienced within the sixteen week timeframe of this study. But the 
teachers also believe that the students who took part in this sixteen week intervention will feel the 
benefits some time later during their educational carrier. The teachers are convinced that one should 
give it more time before making any conclusions about the students’ negative attitude.  
The fifth challenge is related to the workload of the teachers. From the data, I conclude that 
the teachers felt that 2SKIP was an additional responsibility to their normal workload (See Chapter 
3.5). The extra preparation time needed to include the new strategies into their lessons and the 
reflection meetings were time consuming. During the member checking meeting, teachers responded 
that, at the start of the intervention, they had more time to focus on the program and they enjoyed 
being part of the project team of 2SKIP. However, during the last few weeks of the intervention when 
other tasks and duties became a priority, the intervention became an extra burden on their workload.  
Lastly, lack of knowledge on issues such as scaffolding and formative feedback was also 
found to be an obstacle for 2SKIP to meet the characteristics of an effective study skill intervention 
(See Chapter 3.6). As I mentioned this issue during the member checking meeting, a discussion started 




study skill intervention. This shows that, indeed, there is still a need for further professional 
development.  
To address these six challenges following changes and additions to 2SKIP are suggested: (1) 
reformulation of some characteristics (2) a multi-year intervention that starts at an early age, (3) 
formalization of learning how to study (4) focus on implicit instruction (5) Explicit reflective feedback 
sessions (6) improve the teacher support component. Figure 7 links the identified challenges with the 
recommendations made for the re-design of 2SKIP. 
 
Figure 7. Challenges and recommendations for 2SKIP 
The seven characteristics for a successful study skill intervention are now described as follows: 
1. Offers a variety of study tactics across different subject over a long period of time 
2. Offers procedural as well as conditional information for each study tactics 
3. Offers regular practice that focusses, implicitly, on the use of study tactics applied to 
subject-specific content is included. 
4. Offers formative feedback during reflection sections to discuss explicitly the link between 
students’ performance and the study tactics implicitly modelled and practiced in class.  





6. Reaches a balance between direct (“bolt-on”) and integrated approach (built-in) of study 
skill development in an effort to minimalize the explicit teaching of study skill procedures 
by subject teachers. 
7. Includes a continuous professional support program in the form of collaborative reflection 
sessions.  
A multi-year intervention that starts at an early age has been suggested by both teachers and 
students during the member check meetings. Starting at an early age should give students a chance to 
experience the value of a variety of effective study tactics so that they can develop strong study habits 
before they are required to write exams. Ideally, study tactics are modelled and practiced (with high 
level of teacher support) as from primary school. However, not all primary schools invest in this area 
of the student’s education. It is therefore important that once students start in high school they are 
given a chance to work with different tactics across the different subjects as from their first year in 
high school. Starting from the first year of high school and spreading the intervention over a number 
of years will reduce the intensity of the intervention. Also, more time will be available to practice the 
various study skills, for scaffolding and for formative feedback. These actions should allow for a 
better reinforcement of both procedural and conditional knowledge.  
Formalization of the subject “learning how to study” was mentioned by two teachers during 
the member checking meeting as a way to change the students’ attitude towards the value of study 
skill development. However, both teachers described different strategies to formalize the subject. The 
first idea put forward was to include a separate subject into the school curriculum. The subject would 
have allocated periods, a specific teacher and would be assessed in the same way as any other subject. 
The second idea was to ensure that all teachers included the intervention strategies into their teaching 
routine, so that students realize, as from the first year of high school, that study skill development is an 
important part of their learning process. Students, on the other hand, preferred to have a once off 
introduction of the study skill course, over a short period (for example one week) in the first year of 
high school and for those who need it, a chance to attend extra lessons after school hours. Students 
strongly opposed the idea of having another “graded” subject. Taking into account the ideas and 
opinions of both the teachers and students, and keeping in mind the idea of a multi-purpose 
intervention, I suggest to allocate at least one weekly lesson period for supervised studying during the 
first three years of high school as an alternative for the direct course. This new subject can be used for 
explicit instruction of STEP and related study tactics but also to give individual support on time 
management, organisation management, on the selection and use of study tactics as students prepare 
for a particular test and/or to give guidance to peer-supported study groups. Students should be given a 
chance to choose between those different activities during these periods, which gives them more 




further, I also suggest that this subject would be compulsory for the first two years, but that it becomes 
optional in the third year. I understand the argument from teachers that, as soon as a subject is graded 
it will be valued higher by the students but I also feel that one cannot ignore the students high 
resistance against this proposal. Hence my suggestion to include an annual formal assessment in the 
form of an assignment (for example develop a study guide for a certain topic of a subject chosen by 
the students). As will be discussed later, formative feedback should be part of the assessment 
procedure of such assignments.  The students, who attended the member checking meeting, were 
content with this suggestion. They liked the fact that they would be able to choose what to do during 
the periods of the subject and that the subject would become optional in the third year. They did, 
however, insist that, as from year four, the subject should be dropped and replaced by an extra-
curriculum activity to be organised after school hours. The inclusion of a new subject should go hand 
in hand with the integration of study skill development across the different subject, which is in line 
with the second strategy for formalization as suggested by a teacher during their member checking 
meeting. The students, however, expressed very clearly that this integrated approach should happen 
“undercover”. During the member checking meeting, students emphasised again that it was the 
explicit teaching across the different subjects that caused the study skill fatigue amongst the students. 
The issue of implicit instruction is discussed further in the next paragraph.  
Teachers and students strongly support the idea that the focus of the redesign should shift from 
an explicit to a more implicit approach.  Implicit instruction of a variety of study tactics across 
different subjects offers students first-hand experiences of the effectiveness of certain study tactics in 
many different contexts. Implicit instruction is a strategy suggested to avoid study skill fatigue and 
decrease the students’ feeling that they are forced to practice certain study skills. As mentioned earlier, 
the implicit instruction is meant to start at an early year, across different subjects and over a long 
period of time.  
The explicit reflective feedback sessions was an approach implemented by two teachers during 
the intervention, as an alternative to the integration of reflection questions in a content-test. During the 
focus group discussion with the learners and, again, during the member checking meeting this 
approach was referred to, by several students, as an example to describe a successful activity of 
2SKIP. The explicit reflective feedback sessions offer teachers the opportunity to describe and discuss 
the strategies that were implicitly used in their class to help students to process and memorize 
information. It also allows to give formative feedback that links students’ performance with the study 
tactics that were implicitly modelled and practiced in class. 
The training and the reflection meetings were highly appreciated by the project team. The 
training, however, needs to elaborate more on the principles of formative feedback and scaffolding. 




and demonstrated  during the training was overwhelming but the reflection meetings offered an 
opportunity to review these strategies and to share with colleagues how they applied them in their 
lessons. Taking into account that these reflection meetings were regarded as time consuming, 
especially towards the end of the project, I suggest that reflection meetings should not be organised as 
a separate entity. Instead short reflection moments can be included in the scheduled staff meetings to 
allow colleagues to share and discuss experiences and ideas across the different teaching departments. 
This idea was seconded by the teachers during the member checking meeting. They mentioned that 
their colleagues would certainly appreciate and commit to the idea of sharing teaching experiences on 
a regular basis. The idea of team planning across different subjects, to avoid too much repetition and 
too many reflection sessions over a short period of time, was also supported by the project team during 
the member checking meeting. However, to avoid too many formal meetings, they proposed a more 
informal approach, for example by using a “study skill action calendar” per grade where teachers can 





4. Discussion and Conclusion 
4.1 Discussion 
2SKIP is designed with the intent to offer high schools a study skills intervention program that carries 
seven characteristics that were identified in the literature for study skill interventions to be successful 
(see Table 1 in Chapter 1). The conclusions of the first 6 sub-questions of this study were used to 
formulate changes or additional guidelines regarding those characteristics and to make 
recommendations to improve 2SKIP. In this chapter, I use the seven characteristics as a guidance to 
relate and compare the conclusions described at the end of each chapter with observations and 
conclusions made in prior studies.  
Both Cukras (2006) and Gettinger and Seibert (2002) emphasise the importance for students to 
develop an inventory of study tactics so that they can selectively employ the tactics to meet the goal of 
the task or test in hand. Pressley et al (1989) underlines the importance of teaching the strategies a few 
at a time and adds that this cannot be done through a short-term intervention. At the end of Chapter 
3.4, I conclude that students have, indeed, been introduced to a variety of study tactics across different 
subjects during this 2SKIP intervention. According to the teachers, the students became overwhelmed 
with the number of different study tactics (See Chapter 3.6). In addition, in sub-question 5 (See 
Chapter 3.5) I conclude that teachers prefer to address a particular study tactic when it suits the content 
of their subject and/or when the teachers personally experienced the usefulness of a tactic during their 
educational career. So, the teachers of the project team only agree partly with Pressley et al (1989) as 
they are convinced that it is more important to expose students to a variety of study skills over a long 
period of time than to try and introduce the study tactics a few at a time. The students felt that the 
various new study tactics were introduced too late because they had already developed their study 
habit. They are very reluctant to include the new study tactics into their habitual study approach. In 
their meta-analysis, Hattie et al. (1996) agree that study skill training is more effective with younger 
students and becomes relatively ineffective at the upper secondary and tertiary level of education. 
Hence my suggestion to run 2SKIP over multiple years, starting, the latest, in the first year of high 
school (See Chapter 3.7).  
According to Hattie et al. (1996), Pressley et al (1989) a successful study skill intervention 
offers procedural as well as conditional knowledge. Though the data collected for this study and the 
authentic setting in which this study was completed do not allow for any conclusion about the 
relationship between 2SKIP and the development of procedural knowledge and conditional knowledge 
of the students, there is an interesting correlations to be seen between the results of sub-question 1 
(See Chapter 3.1) and sub-question 4 (See Chapter 3.4). The data discussed in Chapter 3.4 illustrate 




Cornell notes and interleaving (see Table 5, Chapter 3.4) which might explain the difference of 
students’ ability in using these skills, as discussed in Chapter 3.1. Furthermore, the fact that most of 
the interventions activities offered by the teachers aimed at improving the procedural knowledge 
correlates with the conclusion from Chapter 3.1 that students demonstrate better procedural than 
conditional knowledge for all study tactics.  Hattie et al (1996) argue that it is not enough for students 
to learn how to use a tactic, they also need to know when and why to use it to be able to transfer and 
use the skills in new contexts. The results of this study confirm that it is important to create a learning 
environment where students can develop conditional knowledge. Indeed, the results of sub-question 2 
(See Chapter 3.2) show that students justify the use of certain study tactics based on the perceived 
usefulness and reject the use of other because they do not recognize their effectiveness. To develop 
both procedural and conditional knowledge, Hattie et al. (1996) suggest to practice study tactics across 
different subjects, and Pressley (1989) recommends to discuss the strategies explicitly and intensively. 
During this 2SKIP, study tactics were offered across different subjects but very little explicit strategy 
instructions were given. Teachers felt a growing resistance amongst the students when they gave 
explicit instruction related to study tactics and therefor opted for a more implicit approach. The 
implicit instruction was also more appreciated by the students. However, Archer and Hughes (2011) 
argue that explicit instruction is more appropriate to share conditional information of a skill. Hence my 
suggestion to combine the implicit instruction with explicit reflective feedback sessions as discussed 
in Chapter 3.7.   
Pressley et al. (1989) and Petersen (2006) advise to include regular practice that focusses on 
the use of study tactics applied to subject-specific content. During the preparation of this study, it was 
assumed that the teachers might have reservations related to the integration of study skill development 
in their classrooms. The efforts of the project team of 2SKIP (See Chapter 3.4) demonstrate that 
teachers have been willing to scarify their teaching time to accommodate study skill development, 
which is in contrast with the findings of Scanlon (1996) and Ornstein (1994). In their studies, they 
describe that teachers are reluctant to spend time teaching these skills because the curriculum 
emphasis on subject-matter. During this study, however, the major obstacle experienced was the 
resistance amongst the students (See Chapter 3.3). As the teachers of the project team of 2SKIP 
offered students numerous activities and tasks to practice a variety of study tactics, students started to 
question the amount of time spent on study tactics compared to the teaching of the actual content. 
Students became annoyed because of the regular practice and consequently started to reject any new 
input related to study skills. Other factors, besides the study skill fatigue, which are identified in this 
study as possible reasons for the students’ resistance are the students’ negative attitude towards the 
value of study skill development and their current study habits (See Chapter 3.3). These observations 




students of his study resisted the offered study skill course because they did not want to change their 
study habits, they cannot change their habits or because they believed the new study skills are 
meaningless. Again, as discussed in the previous paragraphs, a more implicit approach and a long-
term intervention might avoid such resistance behaviour. To change the students’ attitude towards the 
value of study skill development, I support the proposal of the project team suggested to formalize the 
subject “learning how to study” by introducing a separate subject and by adding study skill 
interventions in the normal teaching routine of all subjects (See Chapter 3.7). This idea is in line with 
Ornstein (1994) who calls on school leaders to restructure the curriculum so that the practice of study 
skills are an integral part of the learning outcomes from the middle grades or from Junior high school.  
Cukras (2006) argues that students will modify and transfer study strategies if they are given a 
chance to review and monitor their learning process with their performances. The original design of 
2SKIP choose to organise study tasks and include integrated test questions and the reflection questions 
to the traditional content test as tools for students and teachers to link, review and discuss the students’ 
performance with the use of study tactics. Unfortunately, teachers could not find the time and/or 
lacked the competence to offer formative feedback that links performance with study strategy. Instead, 
feedback was limited to the allocation of marks and short written encouragements, which caused a 
wave of negative criticism from the students (See Chapter 3.2). Despite the fact that teachers hardly 
gave any feedback during this 2SKIP, feedback was identified as the most helpful intervention by 
students (See Chapter 3.2). The comments of the students illustrate that they are aware of what they 
can gain from such feedback and could be interpreted as a call for more formative feedback. Although 
several researchers (Hattie, Biggs and Purdie, 1996; Schunk and Cox, 1986 and Cukras, 2006) 
promote formative feedback that helps students to understand the link between the study tactics used 
and their performance, little is known about how such feedback should be organised effectively. Only 
Schunk and Cox (1986) share an example of verbal formative feedback that links performance with 
the use of a study tactic in their publication: "That's correct. You got it right because you applied the 
steps in the right order."(p. 34).  I hope that the inclusion of explicit reflective feedback sessions and 
formal assessment in the form of assignments in the re-design of 2SKIP, as described in Chapter 3.7, 
is an answer to the challenges experienced with feedback during this project. This can, of course, only 
succeed when teachers have the competence to lead such sessions and to give formative feedback.   
Gettinger and Seibert (2002) promote scaffolding to make the transition from teacher-
guidance to self-regulation where students choose and use study tactics independently. As 2SKIP was 
introduced to the teachers, I assumed that they knew ways to use scaffolding in their class. It turned 
out that the teachers of the project team had very little experience with instructional scaffolding. 
Planning and implementing scaffolding instruction is time-consuming and very demanding for the 




teachers who had little experience in this area, was certainly too ambitious. Hence the need to focus on 
scaffolding strategies during the professional development of teachers and to spread the intervention 
over a much longer period. 
2SKIP is an intervention which can be categorized between the “bolt-on” and “built-in” 
approaches as described by Wingate (2006). The “bolt-on” component consisted of series of lessons, 
which were offered as part of an existing life skill course.  The “built-in” component refers to the 
numerous intervention strategies that the teachers incorporated during their teaching periods to 
integrate study skill development into their subjects. The aim of this dual approach was to make sure 
that teachers do not need to spend extra time on teaching the actual procedures of the study tactics. 
Instead, teachers can focus on how, when and why these study tactics can be applied to the content of 
their subject. The data show that teachers, indeed, appreciate the fact that, because of the direct course, 
they no longer had to spend time to elaborate on the procedures of study tactics (See Chapter 3.6). The 
students’ opinion of the dual approach was less positive. Firstly, they felt that it made the program too 
intensive and demanding (See Chapter 3.3). Secondly, students resisted the intervention because it was 
compulsory. Students were uncomfortable with the fact that they had to attend the direct course (See 
Chapter 3.2) and they felt they were forced to practice certain study skills across too many different 
subjects (See Chapter 3.3). Jones (2009) argues that a crucial component for any effective instructional 
design is empowerment. Any instructional design needs to give students at least the impression that 
they have control over some aspects if their learning. It seems that 2SKIP failed to give students 
enough control over what, when and how they should change their old study habits. To increase the 
level of empowerment, Jones (2009) encourages school managers and teachers to provide students 
with meaningful choices to engage in certain learning activities or courses. This brings us to the 
question whether a course should be compulsory or not. The students of this study believe that a study 
skill course should not be compulsory because it is only helpful for underperforming learners (See 
Chapter 3.2). This opinion was also noted by Wingate (2006) and Cottrell (2001) but needs to be 
interpreted with caution. Indeed, despite the fact that study skill courses are seen as a remedial solution 
by the students, Durkin and Main (2002) noticed that when an institution does offer such a non-
compulsory extra- curriculum course, it was mostly attended by high achieving students instead of the 
underperforming students. Taking these experiences and opinions into account, I am still supporting 
the dual approach of 2SKIP. For he re-design of 2SKIP, I suggest to include a compulsory direct 
course for one or two years. During those compulsory lessons, students should be given the 
opportunity to choose between different learning activities related to various study tactics. As teachers 
integrate the practice of study skills in their classes, they should also provide students with meaningful 




To address the need for teacher training when introducing a study skill intervention in a 
school, as described by Thorpe (2010), 2SKIP organised a one-day teacher training and regular 
reflection meetings. The teachers commented very positively on the training. They enjoyed the 
interactive activities used during the training but felt that there was not enough time to assimilate all 
the new information and would have liked more group-orientated activities to discuss ideas amongst 
their colleagues.  The reflection meetings were highly appreciated (See Chapter 3.6). Teachers 
commented that sharing experiences and ideas amongst colleagues helped as an incentive to try the 
new teaching strategies in their classes. This comment is in line with the observation of Schellenbach-
Zell and Gräsel (2010) that work-groups help teachers to recognize the importance of their work and 
serve as a motivator to integrate the innovation fully in their teaching culture.  However, in light of the 
workload of the teachers (See Chapter 3.5), it is essential to reconsider the idea of separate 
collaborative reflection sections (See Chapter 3.7). Instead I suggest regular short reflection moment 
during the already scheduled staff meetings.  
4.2 Limitations 
 A number of limitations must be considered in the interpretation of the results. The use of 
methodological triangulation increased the virtual reliability and internal validity of this study but it 
also created a challenge when the data collected from different sources revealed inconsistent 
outcomes, which was, for example, the case with the students’ and teachers’ attitude towards 2SKIP. 
The inconsistent outcomes made it hard to make recommendations for the re-design of 2SKIP that 
would be supported by both teachers and students. This limitation was partly resolved through the use 
of member checking meetings at the end of the intervention where I discussed the inconsistent 
outcomes and the recommendations with teachers and students and allowed both parties to make 
additional proposals.  
The interweaving of activities of both the intervention program and the research was a well 
thought through strategy but also caused some confusion amongst the participants. Firstly, I was not 
only evaluating the program but also implemented parts of the intervention. This required a regular 
shift in my approach towards the participants. For example, during the reflection meetings of the 
teachers, which served both as a tool to collect data and a tool for collaborative reflection amongst 
peers, some teachers requested for some constructive input and feedback on their achievements and 
challenges from the researcher. Refusing to share such input at that moment would have damaged the 
trust relationship between myself and the participants. I am however aware of the fact that such input 
might have influenced the participants’ actions and further input during the follow-up interviews. 
Secondly, the teachers were not always aware of the fact that the tools had a double purpose. For 




their content tests, some were under the impression that this was only for the purpose of the study and 
not as part of the actual intervention. Consequently, they did not pay much attention to the answers 
and did not make an attempt to give feedback to the students. This example illustrates how the actual 
study influenced the actions of the participants.  
I designed the intervention and I was responsible for the collection and analysis of the data for 
this educational design research. My proximity with the innovation lead to certain expectation towards 
the outcomes. To avoid wishful thinking and biased observations, I tried as best as possible not to 
make any presumptions about the results without any appropriate evidence. The regular, informal 
discussions with the project coordinator also helped with the verification of the interim interpretations 
of the collected data.  
The intervention was carried out in an authentic setting. This can be seen as a limitation as too 
many uncontrolled variables influenced the attained outcomes of the study. On the other hand, it is 
also an advantage as the study provides information on how the innovation works within the 
complexity of a real classroom.  
The methodology of this educational design research depended very much on the interim data 
collected. It was therefore necessary to adapt the initially chosen research methodology and research 
focus. For example, I planned to organise the focus group discussion with the students using a 
portfolio. Unfortunately, insufficient study tasks could be gathered to develop such a portfolio so 
another activity was used to facilitate the focus group discussion (See Chapter 2.4). The research focus 
also changed when it became apparent that the major challenge was the students’ attitude towards the 
intervention rather than the teachers’ attitude (See Chapter 3.7). Again this flexible approach towards 
methodology and focus could be seen as a limitation but is also a strength as it allowed to steer the 
research into a different direction to try and understand unforeseen outcomes.  
Lastly, the intervention was conducted in only one school. Every school has its unique 
characteristics. I am aware of the fact that the implementation of this intervention in another school, 
with a different project team, different group of students and different logistics might have revealed 
other challenges. 
4.3 Recommendations for Future Research 
A complete educational design research consists of multiple cycles of development, testing and 
refinement. This research was only a first attempt to test and refine 2SKIP. Further implementation 
and testing of the adapted program is needed until an optimal, but still flexible, solution to integrate 
study skill development in high schools is obtained. Additional research is needed to verify whether 
the sequence of test preparation (STEP) is an effective guide for students to develop and adapt a 




formative feedback, scaffolding and implicit instruction, but very few of those studies relate these 
teaching and learning tools with study skill development. Further research is needed to verify if and 
how formative feedback, scaffolding and implicit instruction can become beneficial for study skill 
interventions. 
4.4  Conclusion 
I believe that this study made an important contribution to our understanding of the design and 
implementation of a study skill intervention for high schools. The study confirmed, but also refined 
the important characteristics of a successful study skill intervention as described in prior studies. 
2SKIP is an example of how those characteristics can be translated into a practical and comprehensive 
intervention for high schools. This study is rather unique in the sense that a comprehensive 
intervention program was carried out and evaluated in an authentic setting. The study has highlighted 
some important challenges which could only be experienced through the implementation of the entire 
intervention in a real high school context. Using the input of both teachers and students, I made some 
recommendations for the re-design of 2SKIP to address these challenges. Of course, I recognise the 
fact that every school is different. But I do trust that this work will guide practitioners, who would like 
to implement an intervention similar to 2SKIP, to adapt the program to make it feasible for their 
school setting. I also hope that this work may spark a renewed interest amongst researchers to further 
search for and evaluate strategies that can effectively fulfil the seven characteristics of a successful 
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A.2 Letter of Consent for Parents and Students 
         
Mbabane, 08/08/2016 
 
RE: Consent for participation in pilot project and study on a study skill intervention programme 
 
Dear Parents, 
Our school has agreed to take part in a pilot project and study on a study skill intervention program. 
The project and study will be led by Mrs Jo Vandelanotte, who is a private study mentor with vast 
experience in Science education, student mentoring and teacher training. Mrs Vandelanotte is 
currently completing her Masters in Learning Sciences at the Open University of the Netherlands. Her 
dissertation is about the implementation and evaluation of a study skill Intervention Program which 
she designed for students, age 14-16 and their teachers. Mrs Retha Cook is the project co-ordinator 
and is available via email to answer any further questions. 
The project will run from September 2016 until April 2017 and will involve the current Form 2 
students of our school. The project will run during school hours, with a minimum of disturbance of 
the normal school activities and without any extra costs for the parents.  
During the life skill lessons, students will receive an intensive course on study tactics. Examples of 
study tactics that will be discussed are: (1) use of graphic organisers, (2) note taking, (3) question 
generation and (4) memorization techniques such as practice retrieving and spaced practice. 
 In addition, subject teachers will organise classroom activities, tasks and assignments that will give 
students an opportunity to practice the study tactics using subject-specific content. Tasks and 
assignments will be assessed by the subject teachers and feedback will be given both on the content 
and the use of study tactics. To be able to evaluate and improve this project, students will be asked 
to participate in a focus group discussion in April 2017. During the focus group discussions, students 
will be given the opportunity to share how they have experienced the study skill intervention 
program.  
For students between the age of 12 and 18, we need permission from both the student and the 
parent to be part of this project, and in particular, to take part in the focus group discussions. 
Your child’s participation is voluntary.  Your decision whether or not to allow your child to participate 
will not affect your or your child’s relationship with the school.  If you decide to allow your child to 
participate, please complete the consent form and return it to Mrs van Rensburg during the 
registration in the first week of Term 3.  
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You and/or your child are free to withdraw the consent for the participation in the focus group 
discussion at any time. 
 If you have any questions about the study, please feel free to contact Mrs Retha Cook at any 
time: retha.cook@waterford.sz. 
CONSENT FORM     
PART A TO BE COMPLETED BY THE STUDENT.  
Please tick following statements: 
 
o I have read and understood the accompanying letter. I know what the study is about and the 
part I will be involved in.  
o I agree to take part in the focus group discussion in April 2017. I understand that the 
discussion will be audio taped. I know that I do not have to answer all of the questions and 
that I can decide not to continue at any time. 
o  I understand that all the information that I supply in relation to this study will be collected 
anonymously and will not lead back to me.   
 
If you have read the accompanying letter and agree to all points mentioned above, please sign this 
consent form below. 
 
Name _________________________________________________  date_________________ 
 




PART B TO BE COMPLETED BY THE PARENT/GUARDIAN                  
I have read and understood the accompanying letter and give permission for the child (named 
above) to be included.     
 
Name ________________________________________________   
 
 
Relationship to child  ___________________________________      
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A.3 Letter of Consent for Teachers 
 
Dear Participant, 
I am currently enrolled in the Masters of Educational Sciences at the Open University of the 
Netherlands and am in the process of writing my Master’s Thesis. I invite you to participate in a 
research study entitled: The Dual Study Skill Intervention Program (2SKIP): An Educational Design 
Research to improve the integration of study skill development in High schools. 
Your participation in this research project is completely voluntary and you may withdraw at any time. If 
you agree to participate in this project you will be asked the following: 
- To participate in a teacher training 
- To organise classroom activities and study tasks that encourages students to practice specific 
study tactics to master the STEP using subject-specific content. 
- To participate in reflection sessions to discuss activities that you plan to offer and the activities 
that have been offered in your class: 4 sessions of 40 minutes (1 in October 2016, 1 in 
November 2016, 1 in February 2017, 1 in April 2017). 
- To sign the consent form below 
Thank you for your assistance in this important endeavour. 
Sincerely yours, 
Jo Vandelanotte- Moerman 
76512279 
Jojo.van@gmail.com 
CONSENT FORM     
Please tick following statements: 
 
o I have read and understood the accompanying letter. I know what the study is about and 
the part I will be involved in.  
o I understand that the reflection sessions will be audio taped. I know that I do not have to 
answer all of the questions and that I can decide not to continue at any time. 
o  I understand that all the information that I supply in relation to this study will be collected 
anonymously and will not lead back to me.   
 
 
If you have read the accompanying letter and agree to all points mentioned above, please sign this 
consent form below. 
 
Name _________________________________________________  date_________________ 
 
Signature __________________________      
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Appendix B 
2SKIP Dual Intervention Program 
B.1 Introduction 
As study skill interventions are investigated, a list of characteristics that are most conducive to a 
successful study skill interventions have been suggested. A Study Skill Intervention Program should 
offer: 
(1) A variety of study tactics that are taught a few at a time (Cukras, 2006; Gettinger & Seibert, 
2002; Pressley, Borkwski, & Schneider, 1989). 
(2) Procedural as well as contextual information for each study tactic (Hattie, Biggs, & Purdie, 
1996; Pressley et al., 1989). 
(3)  Regular practice that focusses on the use of study tactics applied to subject-specific content 
(Pressley et al., 1989). 
(4) Regular feedback that links performance with study strategy use (Hattie et al., 1996; Schunk 
& Cox, 1986). Cukras (2006) argues that students will modify and transfer study strategies, 
only if their performance is appraised in the light of the study tactics used to complete the 
assignment.  
(5)  Scaffolding techniques to develop study skills (Gettinger & Seibert, 2002; Pressley et al., 
1989). 
Based on teachers’ concerns and challenges, I added the following two components: 
(6) A balance between direct and integrated approach of study skill development in an effort to 
minimalize the time (during teaching periods) required to explain and practice descriptive and 
procedural aspects of a range of study tactics. 
(7) Sufficient teacher-support. 
The Dual Study skill Intervention Program (DSIP) is designed with the intent to offer high schools a 
study skill intervention program that meets the seven characteristics as listed. The program is designed 
for students between the ages of 14 to 16. Table 1 lists the 7 characteristics and an outline on how the 










Activities of the Dual Study Intervention Program 
Characteristics Activities Dual Study intervention Program 
8 Offers a variety of study tactics that 
are taught, a few at a time. 
Following study tactics are explained, modelled and practiced during the direct course: 
- A variety of graphic organisers 
- Techniques for effective note taking 
- Question generation 
- Memorization strategies: Practice retrieving, spaced practice and interleaving 
9 Offers procedural as well as 
conditional information for each 
study tactic. 
During the direct course, students are given step-by-step instructions on how to use the 
study tactics. Through modelling and practice, teachers illustrate why, when and where a 
particular study tactic can be effective to process and memorize subject-specific content.  
10 Offers regular practice that focusses 
on the use of study tactics applied to 
subject-specific content. 
Teachers empower students using modelling, classroom activities and study tasks 
directly related to study tactics.   
11 Offers regular feedback that links 
performance with study strategy use. 
Teachers offer students constructive feedback with an emphasis on procedural and 
conditional aspects of used study tactics to complete activities and study tasks. 
12 Uses the principles of scaffolding to 
develop study skills. 
The Dual Study Skill Intervention Program is based on the model of effective strategy 
development described by Gettinger and Seibert (2002). This model advocates a process 
whereby students progressively develop a stronger understanding and ultimately greater 
independence in the learning process. This is achieved by organising learning activities 
that offer at first a high degree of teachers’ and learning support. This support is 
gradually removed until the students is capable of applying the acquired skills 
independently in different contexts.  
13 Offers a balance between direct and 
integrated approach of study skill 
development in an effort to minimize 
the time required to explain and 
practice descriptive and procedural 
aspects of a range of study tactics. 
The Dual Study Skill Intervention Program offers both a direct and an integrated 
component of study skill teaching. The program minimizes the time teachers would need 
to spend on detailed and explicit strategy instruction as this would be covered by the 
direct course. 
14 Offers sufficient teacher support. The teacher-training component ensures that all teachers involved have the same 
information with regards to the study tactics discussed with the students during the direct 
course and supports the teachers on how to integrate further development of these study 
tactics using subject-specific content. 
 
 “Dual” refers, firstly, to the fact that the intervention includes both a direct and an integrated 
component of study skill teaching.  Secondly, the term “Dual” refers to the fact that it is directed not 
only towards the students’ skill development but also includes a teachers’ support component.  
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B.2 The Direct Course 
During 10 sessions, students are introduced to the sequence of test preparation (STEP) and a variety 
study tactics are discussed, illustrated through modelling and practiced.  
B.2.1 Sequence of Test Preparation: STEP 
STEP is a holistic study approach, created by the author that is particularly helpful to prepare for tests 
and exams. Figure A1 gives a schematic representation of STEP. The method combines a series of 
study tactics into a three-phase study approach. Every phase has a specific purpose: 
• Phase I: skimming: To develop an overview of the topic that needs to be processed for 
the test and exam. 
• Phase II: Active reading: to develop a better understanding and a study guide of the 
topic content 
• Phase III: Memorisation and practice: to prepare for recall and application of content. 
STEP helps students to understand that effective studying is a sequential process. Because for each 
phase of STEP a variety of study tactics is suggested, STEP can be used as a guide for students to 
develop their personal holistic study approach that can easily be adapted to the content that needs to be 
processed and memorized. STEP also plays an important role in the integrated component. As teachers 
model and practice the use of particular study tactics using subject-specific content, they can use STEP 
to explain when and why the study tactic is particular helpful for students while they prepare for a test. 




Phase I: Skimming 
(about 5% of study time) 
 
Result: chapter overview 
 
Phase II: Active Reading 
(about 60% of study time) 
 
Result: Own study notes 
 
Phase III: Memorizing and Practice 
 ( about 35% of study time) 
Result: information processed and ready for recall 
and application 
Why? 
- To organise all study material 
- To create on overview of the work ahead 
- To plan study time effectively 
Why? 
- To develop a deep understanding of the 
content 
- To select important information and 
supporting details 
Why? 
- To process information for recall and 
application.  
When? 
- Before or during the time the topic is 
addressed in class 
When? 
- During the time the topic is addressed in 
class, well before the test or exam. 
When? 
- To be spread over a couple of days (or 
longer), before the test or exam. 
How? 
1. Collect studymaterial (textbook, classroom 
notes, questions) 
2. Skim through most detailed studymaterial 
3. Draft a chapter overview using headings, 
subheadings and keywords from study 
material 
4. Skim through other study material and add or 
adapt chapter overview 
 
How? 
1. Plan using chapter overview: decide which 
study tactic is the most appropriate to 
develop better understanding of the topic.  
2. Read for better understanding and develop 
own study notes using appropriate study 
tactic 
3. Follow progress with chapter overview. 
Repeat step 2 for each part of the chapter 
overview 
 
1. Plan using chapter overview and study notes 
2. Memorize (part of) study notes using 
repetitive self-quizzing, spaced practice and 
interleaving 
3. Practice with questions and exercises 
4. Re-read original study material and memorize 
(previously omitted) supporting details. Add 
info to study notes if necessary 
5. Follow progress with chapter overview  
6. Use chapter overview for final revision 
Examples of Study tactics: 
- Fast reading, searching of structure in and 
chunking of text 
- Use of meaningful colour, abbreviations, 
bullets and structured outline to create 
chapter overview 
Examples of Study tactics: 
- Use of a variety of Graphic Organisers 
- question generation 
- Make  study notes  using two-column format 
- Make study notes using of summary outline 
Study tactics: 
- Repetitive Self-quizzing 




Figure A1. schematic representation of STEP 
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B.2.2 Lesson Plans for the Direct Course 
During 10 sessions, students are introduced to STEP and a variety study tactics are discussed and illustrated through modelling and practiced. Study tactics 
that are introduced during the direct course are (1) use of graphic organisers, (2)  note taking,  (3) question generation,  (4) practice retrieving, spaced practice 
and interleaving. The direct course also introduces the students to the sequence of test preparation (STEP).  
Session 1: STEP  
Learning outcomes: 
- To understand the basic principles of processing and memorizing information 
- To describe and appreciate the three phases of STEP 
 
Time Activity description Resources 
25 min Introduction game: 
- Students stand around table 1. They receive 3 minutes to look and count the objects. After 3 
minutes, the objects are hidden and they are given exactly 1.5 minutes to write as many 
objects as they remember and the amount of each object (e.g. 5 pencils,…) 
- Students stand around table 2. They need a paper and pencil. They are given following 
instructions step-by-step: 
o 1 minute to look and count objects 
o 1 minute to write information 
o 30 seconds to look 
o 30 seconds to write information 
Students are asked, without using previous notes, to write as many objects as they 
remember and the amount of each object. 
- Group discussion: How much were you able to remember in both exercises? Why the 
difference? What do you learn from this? What is important when you need to process 
(count) and memorize information? Organize the student’s answers in a concept map. 
For the tables: lots of objects 
(e.g. 5 pencils, 6 cars, 2 egg 
holders, 10 blocks….)  
 
Table 1: unorganized, all objects 
scattered mixed up on the table 
 
Table 2: all objects neatly 
organized (see photo) 
25 min The STEP puzzle: Students receive a cut-out graphic organizer of the “Sequence of Test preparation” 
(STEP). In groups of 4-5, students put the graphic organizer together.  
6 sets of the STEP puzzle 
 
Organisation of table 2 














   




- To practice meaningful use of colours in study notes 
- To describe and appreciate the three phases of STEP 
 
Time Activity description Resources 
25 min Presentation: teacher uses example on poster to explain the use of meaningful colour 
 
Activity: Meaningful use of colours and further introduction to STEP 
- Students receive a (black and white) copy of the STEP, they read it and add colour as on 
the poster. 
- Students fold the STEP so that only main phases are visible (skim, active reading or 
memorizing) of the graphic organizer. They must write a paragraph (full sentences) that 
explains this part of the STEP.  
- The paragraphs are presented and used to further explain the main phases of STEP 





25 min Presentation Time management: Teacher illustrates the use of a term/and weekly planner and 
discuss the  importance of thinking in terms of “I need to use my study time” instead of “I need to 
finish my homework” 
Activity: weekly planner  
- Students follow steps below to complete their personal weekly planner: 
o Add your extra-curriculum activities 
o Add supper time 
o Add study time  
Task : bring science text book for next session 




Poster STEP:             Example of weekly planner: 


































- To discuss the benefits and procedure of phase I of STEP 
- To skim through  a chapter of a text book and develop a chapter overview 
 
 
Time Activity description Resources 
50 min Activity Skimming: 
- Presentation on what, why and how to skim through a chapter and develop a chapter 
overview 
- Skimming exercise: Students choose a chapter from a (science) textbook. Students 
(individually) have 20 minutes to skim through the chapter and make a chapter review. 
They can choose to use a mind map or an outline for the chapter overview. 
- Students share and compare their chapter review with a partner and improve their work. 
- Two students are chosen to present their chapter overview 
 
Task: skim through a chapter of any subject that is currently taught by a subject teacher. 
Text book of a specific subject 











- to illustrate and practice the use of two column format to make study notes during phase II of STEP 
 
Time Activity description Resources 
10 min Revision of STEP and  Skimming: 
Following questions are discussed with the class: 
o What are the three phases of STEP 
o Why is skimming important? 
o How do you skim a text? 
o What are the characteristics of a good chapter overview? 
 
Poster of STEP 
40 min Activity Cornel notes: 
- Short presentation of two column format (Cornel  Notes) 
- 10 minute video: While students watch video they make notes in right column of two-column 
page. 
- Review and Revise: students compare notes with partner and add information where necessary. 
They also circle keywords and highlight important information.  
- Illustrate cornel notes with examples across different subjects 
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Display of examples of Cornel notes 
  




Learning outcomes:  
- To illustrate  the use and benefits of different types of graphic organizers during phase II  of STEP 
- To practice skimming and creating a chapter overview 
- To practice the use of two column format to make study notes during phase II of STEP 
To illustrate meaningful use of colour, use of abbreviations and short phrases as a way to re-write information in own words. 
Time Activity description Resources 
5 min Introduction : 
- Teacher uses graphic organizer of graphic organizers to give a short overview on the types 
of graphic organizers. 
Display: Graphic organizer of 
graphic organizer 
45  min Activity: 
- Students receive a brochure on Graphic Organizers. Each student, individually, skim 
through the brochure and make a chapter overview. 
- Students are asked to make a summary of the information in the brochure using the two 
column format.  
- Review and Revise: students compare notes with partner and add information where 
necessary. They also circle keywords and highlight important information.  
- Students receive teachers’ example of a summary in two column format. The example is 
used to discuss meaningful use of colour, use of abbreviations and short phrases as a way 
to re-write information in own words. 
 
Brochure on Graphic organizers 
Example of a summary of the 









Learning outcomes:  
- to illustrate and practice the use of questions during phase II and phase III of STEP 
 
Time Activity description Resources 
5 min Revision: Three phases of STEP: 
- A 2-minute essay: students write as much as they can in two minutes about STEP. 
- A few students are asked to read their 2 minute essay. 
 
20  min Game to introduce Question generation: 
- Students listen and dance to a popular song for 1 to 2 minutes. When the music is turned 
off, students think of questions related to the song starting with “What?”  
Previous step is repeated 4 to 5 times, but using a different question stem:  
(Examples of question stems: why? How? When? Who? Describe; Demonstrate; Identify… 
- After the last repetition, students work in two teams to make as many questions related 
to the last song as possible, all with a different question stem.   
 
Popular songs 
15 min Practice question generation: 
- Students receive 12 question stems. They make questions on left hand side of the cornel 
notes on graphic organizers, which they developed during session 4. Students are only 
allowed to use each question stem ONCE. 
Revise and review: students compare their questions with a partner.  
- Teacher shares some of the questions with the whole class. 
Students’ notes on graphic 
organizers  from session 4 
 
  




- to illustrate and practice the use of graphic organizers during phase II and phase III of STEP 
 
Time Activity description Resources 
50 min Activity 
- Students are seated together in groups of 5. Each group receives the 
5 short colour- coded texts. Each student from each group receives a 
different short text. Students work individually. Each student reads 
his/her text, decides on the graphic organiser (GO) he/she will use 
and develops the GO. 
- Students from the same group present their work to each other. 
They should explain their peers what type of GO they used and why 
they decided that this was the best choice for their text. 
Discussion 
The teacher chooses one example of each group to present and discuss the 
characteristics (what, when and why using this type of graphic organizer)of 
different types of graphic organizers  
 
Display: Graphic organizer of graphic organizer 
5 (or more) sets of 5 short colour-coded texts that 
represent each information from different subjects.  
 
  




Learning outcomes:  
- to illustrate three important principles of memorization: self-quizzing, interleaving and spaced practice 
 
Time Activity description Resources 
20 min Game to illustrate self-quizzing: Memorize STEP (to illustrate self-quizzing) 
- Students are allowed to look at the STEP poster for 2 minutes, then they write as much as they 
remember on small white (DIY) white board. This is repeated 2 times, then students wipe their 
white board clean and again, write all they remember of STEP on the white board.  
- Teacher explains the principle of Self-Quizzing (also called practice retrieving) and how it helps 
to process and recall information 
 
20 min A story to illustrate interleaving and spaced practice: 
- Teacher tells the story about a tennis player who trained for 2 weeks on his forehand, 2 weeks 
on his backhand and 1 week on his volleys and 1 week on his smashes, before playing a match. 
During the match, the player was very confused, he played a forehand when he needed to use 
his backhand, he tried to volley the ball when he was at the back of the court and tried to smash 
a ball that was nearly touching the ground. The player was very disappointed because he really 
thought he had prepared himself very well. 
- Discussion: what happened? What went wrong? What should the player have done before 
playing a match? How can we apply this to our own learning and studying? 
- Teacher explains the difference massed practice and interleaving and how interleaving can be 
used to improve effective use of students’ study time. 
 
 
10 min Illustration of interleaving and spaced practice:  
- Students are asked again to write as much as they can remember about STEP. 
- Discussion: Did you remember less or more than in the beginning of the lesson? What 
happened? (Most students would have remembered more. It is a way to illustrate spaced 
practice and interleaving: as the class was discussion something different, the student was, 
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Session 9*: 
Learning outcomes:  
- Illustrate and practice how to plan study work for an exam period 
 
Time Activity description Resources 
15 min Modelling exam planning: 
- Teacher uses the step-by-step instruction and an example to model how to plan study 
work for an exam period.  
- Teacher reminds students about the principles of interleaving and spaced practice: in a 
planning it is important to alternate different subjects and to spread the studying of a 
subject over a period of time. 
Step-by-step instructions 
Example of planning (on power 
point) 
 
35 min Activity exam planning: 
- Students develop a two week plan that indicates times and subjects to work on for exam 
preparation.  
- Task (to be continued at home) : Students complete the planning. They write next to each 
subject the topic(s) they plan to work on during this session.  Chapter overviews could 
help students with this part of the planning. 
Copy of template of  exam plan 
*NOTE: This session is best taught a four weeks before an exam period. It can be taught in between other sessions. 
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Exam planning: step-by-step instructions:     
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Session 10: 
Learning outcomes:  
- to formulate a personal study approach 
 
Time Activity description Resources 
50 min Activity: 
Students create a brochure or poster that visualizes the study tactics they prefer to use for each 
phase of STEP. The   brochure or poster should also include some advice on why and how to use 
the study tactics. 
Coloured paper, colours, 
scissors, glue, magazines,… 
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B.3 The Integrated Intervention Activities 
The integrated component refers to all the intervention activities that the teachers are incorporating in 
their lesson plans to practice the study tactics and develop the conditional knowledge of study tactics 
whilst teaching the subject-specific content. 
• Modeling is an instructional strategy in which the teacher demonstrates a new concept or 
approach to learning and students learn by observing. Examples of modeling study tactics are: 
- As the teacher uses a graphic organizer, he or she models how to develop and/or interpret 
it.  
- As the teacher writes notes on the board, he or she models how to differentiate between 
main ideas and supporting details and how to use color, space, abbreviations when making 
summaries.  
- The think-aloud technique is a powerful modeling technique. The teacher informs the 
students that he/she will be think aloud to share how she/he thinks when reading and 
making sense of a text. This think-aloud technique can be used, for example, to 
demonstrate how to generate questions, how to develop a concept map or how to 
memorize information. 
When modeling a study tactic it is important to be very explicit with regards to the study tactics 
that are demonstrated. The transfer of study tactics to other topics, subjects and the use of study 
tactics over a long period of time will only happen if students are made very much aware of what 
they are supposed to observe and learn during the modeling lesson. Teachers can refer to STEP to 
explain when and why the modelled study tactic is particular helpful for students while they 
prepare for a test. 
 
• The classroom activities are activities that students complete in class to practice a certain study 
tactics using subject-specific content. They are usually short (5 to 20 minutes) or can be used as an 
active learning technique to present subject-specific content. When introducing a classroom 
activity, teachers should explain students what study tactic is practices and where it can be used 
within STEP. 
 
• The Study Tasks are assignments for students to be completed at home. Study tasks encourage 
students to process the subject-specific content as well as practicing a variety of study tactics that 
are needed to master the “sequence of studying” and give the teacher an opportunity to give 
feedback on the students’ use of specific study tactics. 
 
• Integrated test questions: During a topic test or exam, teachers incorporate questions that require 
students to use a certain study tactic to demonstrate good understanding of the subject-specific 
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content. The integrated test questions allow to assess deep understanding of a topic and gives the 
teachers an opportunity to give feedback on the students’ use of specific study tactics. 
 
• Reflection questions can be added as part of a study task or test. The questions encourage 
students to reflect upon their efforts and on how they studied. They generate further questions and 
ideas to propel changes in the students’ study habits The students’ answers provides important 
feedback to their teachers and their parents  
 
• Feedback: Teachers provide students with feedback on the tasks and questions that involved the 
use of a certain study tactic. Sometimes the feedback are written comments or a rating scale is 
used to assess mark their work. 
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B.4 Teacher Support 
B.4.1 Teacher Training Sessions 
The teacher training is divided into 4 sessions. The sessions can be presented during a full day teacher 
training workshop. Alternatively, the sessions can be spread over a longer period of time as part of the 
regular staff room meetings.  
Session 1 
Learning outcomes: 
- To describe and appreciate the three phases of STEP 
- To review the procedural and conditional knowledge of graphic organizers 
- To share examples of classroom activities and study tasks to introduce and practice specific study 
tactics using subject-specific content 
 








- Participants (individually) skim through their workbook 
and make an overview of the content (in the form of a 
traditional table of content or mind map).  
- Participants (in pairs) compare and improve their work. 
Group discussion:  
- Guidelines on why and how to skim through learning 
materials 
- Share examples of classroom activities and study tasks 
to introduce and practice skimming and the 




collection of all the 
articles and materials 
that will be used 
during this training 
 
Example on poster of 











- Participants familiarize with the graphic organizer (GO) 
of the Sequence of Test preparation (SETEP): read and add “?” 
on parts that are not clear or // if they want to elaborate on a 
certain part of the GO. 
- Participants are organized in three groups. Group 1 
writes a paragraph on Skimming, Group 2 on Study guide, and 
Group 3 on memorizing. 
- Use paragraphs of participants to clarify the STEP 
Group Discussion 
- Guidelines on why and how to use graphic organizers. 
- Examples of different types of graphic organizers 
- Clarify the principles of “Work in Reverse Principle” 
- Share examples of Classroom activities and study tasks 
to introduce and practice the use of graphic organizers 
using subject- specific content 
 
Copies: Graphic 
organizer of STEP 
 
 













Time Description Recourses 
20 min Modelling activity to illustrate a classroom activity to practice 
the use of graphic organizers using subject- specific content 
 
- Using the information on the STEP, participants 
brainstorm on all the skills, techniques, methods, tactics 
that students need to have to be able to master the STEP. 
- Participants use the words from the brainstorm to 
develop a graphic organizer that illustrate the types of 
study skills and how they relate to each other. Facilitator 
makes own Graphic organizer with same words on flip 
chart. 





- To review the procedural and conditional knowledge of cornel notes 
- To share examples of classroom activities and study tasks to introduce and practice specific study tactics using 
subject-specific content 














- Short introduction on two-column notes, why and how 
to use them as a tool for taking notes. 
Modeling activity 
- Participants watch a 10 minute video on Cornell notes, as 
they watch and listen they make notes in the right 
column 
- Participants are given 5 minutes to review and refine 
their notes. They can compare and discuss their notes 
with their peer. 
- Participants are given 10 minutes to develop question ( 
to be added on the right column) 
- Participants are given 5 minutes to review and refine 
their questions and to write a short summary below the 
page. 
Group discussion: 
- Share examples of two-column notes across different 
subjects 
- Discuss feedback criteria to be used to assess two-
column notes of students (ST: Cornell notes) 
- share examples of classroom activities and study tasks to 
introduce and practice the use of cornel notes using 
subject-specific content 
















- To review the principles of practice retrieval, interleaving and spaced practice 
- To share examples of classroom activities and study tasks to introduce and practice specific study tactics using 
subject-specific content 
 









- Practice question generation using think-aloud technique. 
A volunteer reads a paragraph from “make it stick” and 
facilitator used think-aloud technique to illustrate how to 
develop one integrative question on this paragraph 
- Participants are asked to continue reading the text and 
develop questions in the margin 
- Questions are used to discuss practice retrieval, 
interleaving and spaced practice. 
Group discussion: 
- Importance of mastering the art of question generation: 
why, when, how 
- Share examples of classroom activities and study tasks to 
introduce and practice retrieval, interleaving and spaced 
practice 
 
Book “Make it 
Stick” from Brown 
(2014) 
Brown, P. C., et al. 







- To review the principles of feedback and reflection questions 
- To Share examples of assignments and test questions across different subjects that integrate the 
assessment of subject-specific content and the use of certain study tactics.  
- To share examples of reflection questions related to study methodology 
Time Description Resources 
20 min Activity: How to give feedback to improve students’ study skills 
- Participants receive a copy of the work of a student and three 
different examples of feedback given to that student. 
Participants (in groups) analyse and compare the different 
ways of feedback.  
- Participants discuss the advantages and disadvantages of each 
type of feedback. 
Group discussion: 
- Importance of feedback to improve students’ study skills 
- Share examples of assignments and test questions across 
different subjects that integrate the assessment of subject-
specific content and the use of certain study tactics.  
 
Copies students’ 
work (eg study 
task on Cornell 
notes) and the 
three different 
examples of 




20 min Presentation Reflection questions 
- Short introduction on reflection question related to study 
methods: what, why, when. 
Brainstorm reflection questions: 
- Participants brainstorm on possible reflection questions that is 
relevant for their subject. 
 
*available on request: jojo.van@gmail.com 
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B.4.2 Reflection Meetings 
During the 2SKIP, teachers are invited to share their experiences, achievements and challenges with 
their colleagues during reflection meetings. The meetings are organised once every 5 weeks. The 
meetings are organised and lead by a (2SKIP) coordinator, appointed by the school management. 
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Appendix C 
Study skill test 







 Formal Assessment: STEP (Sequence to Test Preparation)  
 
Question 1: 
Your friend has 4 questions about the STEP. Answer every question with a paragraph of AT LEAST 3 
sentences. 
























c) Why is it important to memorize information? 
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Question 2: 
The names of the graphic organisers you learned to construct are shown in the box: 
 
 
Concept map/   Sequence Chart/     Flash Cards 
Venn diagram (=compare/contrast diagram) /    Problem-Solution 
Graphic Organiser/  Attribute chart (=table)/ Foldable graphic organiser 
 
For each of the following, write the name of the graphic organizer that would be BEST to use: 
 
a) You are concerned about the problem of pollution. You read a book about how to reduce 
pollution. _________________________________________________________________ 
 
b) You are studying the events led to the American Civil War. 
___________________________________________________________________________ 
 
c)   You need to memorize similar categories of information (rainfall, temperature, humidity,…) 
for every climate type in Africa. ________________________________________________ 
 
d) You wish to compare two characters from a short story during a English Literature Class. ___ 
___________________________________________________________________________ 
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Question 3 
Read the following information about a research on successful students. Then summarize the main 
ideas in a graphic organiser of your choice: 
 
 
For many years, educationalists have tried to understand what exactly makes a student successful. 
They interviewed many students about their study habits. They also examined their notes, 
exercise books and files from different subjects. Researchers used this information to compare 
students with high grades to students with low grades. Generally, students with high grades plan 
their work regularly, they have neat notes and their files are well organised. They are able to re-
formulate information from a textbook using graphic organisers, outlines or Cornell notes. As they 
re-write the information, they use their own words, lots of abbreviations and they apply colour 
meaningfully. When memorizing information, successful students use their study guide to 
anticipate questions. They repeatedly quiz themselves until they are confident that they grasp the 
information. Students with low grades often mention that they study hard just the night before 
the test. They cannot show any evidence of planning. Their notes from different subjects are often 
mixed up. They regularly loose information, articles or notes that were given by the teacher. 
When they have to summarize information, they prefer to copy the information using the exact 
words from the textbook or they prefer to highlight lots of information while reading. Students 
with low grades believe that only reading and re-reading the text from their textbook is sufficient 








Look carefully at the example of one page of Cornell notes made by a student, and answer following 
questions: 














































Self-quizzing/  Cornell notes/   Exam Planning /  question generation/   STEP/ 
write to get it right/  use of colours/  Repetition/  Skimming/  Graphic 




a) List TWO study tactics which you will MOST likely use in the future. Give at least two 














b) List ONE study tactic which you do NOT like to use. Give at least two reasons why you 
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C.2 Procedure Analysis of the Study Skill Test 
Twenty-six students (Form 2 2K) received a study skill test at the end of the 8 week direct course. The 
test consisted of 5 main questions. A variety of study tactics (Graphic organisers, skimming, 
memorization techniques, Cornell notes, question generation and time management) are used as a tool 
to measure the procedural and conditional knowledge of students of these study tactics. The choice of 
study tactics to be included in the test was based on the list of study tactics (Attachment 9) that were 
mentioned during the first reflection meeting. All the study tactics were discussed in detail during the 
direct course.  
Each question is subdivided into sub questions. The (sub) questions can be categorized according to 
the knowledge they test: Procedural knowledge (understanding), procedural knowledge (applying) , 









Procedural knowledge (understanding); skimming 
 
Conditional knowledge (why); use of chapter overview 
 
Conditional knowledge (why); benefits of memorizing information 
 






Conditional  knowledge (when); graphic organisers 
Question 3b, 3c, 3d Procedural knowledge (application);  graphic organisers 
Question 4a, 4b, 4c Procedural knowledge (application) Cornell notes 
Question 5 Conditional knowledge (why) 
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steps you take 
to make a 
chapter 
overview 
4 3 2 1 0 
all important 
concepts are 
included and a 
complete 
description is 
given in a 
sequence 




given in a 
sequence 















How can a 
chapter 
overview help 













































steps how you 
plan your 
work 3 weeks 
before the 
exam 
4 3 2 1 0 
Four major 




























a b c d e Total 
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Question 3: 
Feedback criteria Rating scale 





















The main idea 






 The main idea 
is presented, 












No attempt to 
organise 
information  
3. Use of own 
words and/or 
abbreviations 
  2 
Never copied 
















4. Use of colour 






use of colour  
2 
Too much or 
too little or no 
meaning 
1 










Used by this 
student 



















not used by 
this students 
  2 1 0 











 Give student 
some advice 
on how to 
improve his 
questions 
 3 2 1 0 














 The research coordinator and the project coordinator of the school (referred to as the assessors in 
following paragraph) graded the assessment separately using the rubric. 
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The results of question 1 to 4 were analysed as follows: 
1. All results from both assessors were entered in an Excel sheet. A double entry system was 
used to control the correct input of results. 
2. If the results differed 2 or more scales, the assessors would re-mark the student for that 
question together to reach a consensus.  
3. Following results of each assessor were added up together: 
Question 2a+2b+2c+2d+3a: maximum score 9 
Question 3b+3c+3d: maximum score 9 
Question 4a+4b+4c: maximum score 9 
4. For each (group of) results the mean and median was calculated using the lowest result among 
the two assessors. 
 
Question 1b and question 1c were also analysed qualitatively, using the process of structural coding 
followed by descriptive coding, as described by Saldaña (2015). Structural coding applies a content-
based or concetual term to a segment of data. The similarly coded segments are collected for futher 
descriptive coding. Descriptive coding summarizes in a word the basic topic or passage of qualitative 
data. The structural and descriptive coding of question 1b and 1c resulted in categories and 
subcategories of benefits recalled by students. 
Question 5 was not included in the rubric. The number of times students listed the most and least 
helpful study tactic was counted. Descriptive coding of the students’ comments resulted in categories 
and subcategories of reasons why students accept or reject the use of a certain study tactic. 
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C.3 Results of the Analysis of the Study Skill Test 
Question 1a: Describe the steps you take to make a chapter overview. 
Procedural knowledge level 1 








Mean: 2  Median:2 
 
Question 1b: How can a chapter overview help us to make a test preparation easier? 
Conditional knowledge: benefits of skimming and development of chapter overview (phase 1 STEP) 








Mean: 1 Median: 1 
 
Question 1c: Why is it important to memorize information? 
 
Conditional knowledge: Benefits of memorizing information (phase III STEP) 
 














Question 1d: Describe in steps how you plan your work 3 weeks before the exam 
Procedural knowledge level 1 










Mean: 0.81 Median:1 
 
Question 2a+2b+2c+2d+3a 
Question 2: Write name of the graphic organiser that would be best to use 
Questions 3a: choice of graphic organiser 
Condition knowledge: When to use what type of GO. 












* One student did not complete question  
Mean: 5  Median: 5 
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Question 3b+3c+3d 
Question 3b: Selection and organisation of information 
Question 3c: Use of own words and/or abbreviations (Elaboration) 
Question 3d: Use of Colour 
Procedural knowledge level 2 













Three students did not use a graphic organiser to complete this exercise. 
Mean: 5.1 Median: 5 
 
Question 4:  Exercise on Cornell notes 
Procedural knowledge level 2 













Four students did not complete this question 










Preferences of students and their reasons. 
Conditional knowledge and how it influences the students’ choice. 
 Most least Quotes 
Use of Colour 6 0 I like colouring 
I already do it 
I have been doing it for a long time 
It makes the page more inviting  
Research shows that putting colour in your work helps to 
remember better 
I am a visual student 
bright things stay better in my head 
helps me memorize things better 
Repetition 7 0  I repeat all my notes and I get a very good mark 
It is important to study over and over again 
It is effective 
Things will stick in my mind  
I have been using it for years and it works 
It is my favourite 
Nice way to study 
 
Skimming 1 0 You get more information in your head in a faster time 
Self-Quizzing 16 0 To get ready// I usually remember the things I tell myself// Might 
be questions that come in exam// Easier way to study// easy to 
do// helps memory// helps me think of possible questions// the 
teacher might ask similar questions// 
Easy to do//   I have been doing this since grade 2 
If you cannot test yourself you will not be able to do the proper 
test 
It puts you in the position of a teacher// It is helpful //  
It helps you with the question and answers//   
It also helps to get an idea of how the questions will be like// 
 It helps me memorising information. 
I have been doing it for years //It enable you to create questions 
You think about what a teacher may ask and challenges you to 




3 2 Most: 
It helps me to self-quiz 
Helps to conclude topics in a better 
way. 
Shows relationships between ideas 
I like the idea that I can use 
different Go for different subjects. 
 
Least: 
Too much time 
Hard to understand 
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 Most least   
Interleaving 2 6 Most 
I will not lose focus because I have 
been doing one subject for too long 
It makes your confidence high in 
multiple subjects 
Least 
Confusing as al information 
is jumbled up 
Mixes up ideas  
Notes would be mixed up 
Pointless as studying is 
about focus, 
I can’t study French and 
think about geo 
I prefer to thoroughly study 
one topic before moving to 
the next subject 
It requires time 
You may get confused with 
subjects and may swap 
answers from different 
subjects 
Confusing 
Does not make sense. 
 
Cornell notes 4 7 Most 
It is a way of writing notes and 
studying at the same time 
It helps to focus 
You can use if for every subject 
A much more simple view at 
studying 




It is inefficient 
Waste of time and paper 
Too complicated 
The format doesn’t work 
Too much work 
It is the same as regular 
note taking 
It makes no sense 
I don’t understand it 
There is too much going on 
on one page 




2 2 Most: 
I just started doing it and it really 
helps  
I can see what I have studied and 
what I need to study 
I can organise my studytime and 
activity time and free time properly 
Least: 
A week is unpredictable 
I could use the time to plan 
to study 
I will not use this because it 
never goes to plan and it is 
inaccurate 
 
One student did not answer this question, instead wrote: 
“ I will not use any because I have been doing find with my ways of studying. I passed primary school 
to get into (name of school), so I will be fine. 
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Appendix D 
Semi-structured Focus Group Discussion with Students 
D.1 Preparation of the Focus Group Discussion 
 
Part 1: 
•  List 4 activities that were 






• Choose the activity that was the most helpful (indicate with v) and the least helpful (indicate 
with X) 
• Probing questions: 
Why didn’t you like this activity? What made you reject this study tactic? Why did 
you like it? How did it help you to change your study habits? Can you give a reason why this 
activity did (not) work for you? 
Part 2: 
• Work in groups of 5. Imagine you are the advisor of the school. What advice would you give 
the school to help students to improve their study skills? What could the school do to help 
students how to study?  
• List suggestions on flashcard 
Part 3: 
• Work in pairs. Organise the intervention activities (described on flashcards) in order from 
most helpful to least helpful and add, in writing, some comments, explaining why it was 
helpful or not.  
Subject: Math 
Activity: we had to make a graphic organiser as 
a task about transformations 
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D.2  Examples of Cards Completed by the Students 
 
 




Appendix  49 
 
D.4 Example of Students’ work to Classify the Intervention Activities 
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Appendix E 
Reflection Meeting with Teachers. 
E.1 Preparation First Reflection Meeting 
The aim of this reflective focus group discussion is to find out which study tactics teachers integrated 
in their lessons and give teachers a chance to share their achievements, challenges, ideas and plans for 
the following weeks.  Following questions were prepared to facilitate the discussion: 
Round Robin Question: 
1. Did you incorporate activities in class or give your students some tasks to practice study tactics 
using subject-specific content? 
a. If Yes: Give a short description of the activities and tasks 
b. If no: What factors made you decide not to incorporate study skill development in your 
class at this point of time? 
 
Questions addressing particular participants who tried to integrate study skill development in 
their classroom: 
2. What did you hope to achieve with the activity (described during round robin)? 
3. How did the students perform? What did they do? What did they say? How did they respond? 
4. What do you think went particularly well?  
5. What would you say to your colleagues if you were asked what makes this activity/task so 
interesting? 
6. What challenges did you experience? Were you able to address or solve them? How? 
 
Round Robin Question 
7. Are you planning to incorporate (more) activities to integrate study skill development over the 
next 4 weeks? 
a. If yes: Give a short description of the activities/tasks 
b. What do you hope to achieve with these activities 
c. If no: I respect this decision but would like to know what, in your opinion, takes priority 
over study skill development?  
d. Do you have other suggestions on how we can help students with their study skill 
development? 
Ending question 
8. Suppose you had 1 minute to talk about your experiences: what would you say? 
OR 
9. Of all the experiences we shared today: what to you it the most important? 
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E.2 Preparation Second Reflection Meeting 
The aim of this reflective focus group discussion is to find out which study tactics teachers integrated 
in their lessons and give teachers a chance to share their achievements, challenges, ideas and plans for 
the following weeks. Following questions were prepared to facilitate the discussion: 
Open introduction question:  
Is there anybody who would like to share any comment or experience at the beginning of this 
reflective meeting? 
Following questions are addressed to specific teachers, based the information that was gathered 
from the first reflective meeting: 
Questions for Teacher K:  
- What activities did you organise to help your students to prepare for the upcoming exams? 
- What would you say to your colleagues if you were asked what makes interleaving so 
interesting? 
Questions for Teacher M: 
- You mentioned that you would like to work more with cornell notes in class. Did you? Why 
not? How did it go?  
- What other activities did you do related to 2SKIP? 
Questions for Teacher S: 
- Could you give a short description of the activities and tasks you have organised during your 
lessons to practice certain study tactics? 
- How did students perform and respond? 
- What challenges did you experience? 
- How would you respond to a teacher who feels that it is difficult to integrate studyskills 
because there is not enough teaching time for his/her subject? 
Questions for Teacher P: 
- Could you describe what you have done in class related to 2SKIP over the past 4 weeks? 
- What were the challenges? 
- What would you say to your colleges if you were asked what makes the 10-24-7 strategy so 
interesting? 
Questions for Teacher R: 
- During the previous meeting, you mentioned that you hope to discuss with your students how 
they felt about using Graphic organisers. Did you manage to find time for this discussion? 
- If yes: How did it go? What did you ask? How did the students respond? 
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Questions for Teachers J, S and C: 
- Describe what you have done in class to further develop the studyskills of the students. 
- How did the students respond and perform? 
- What were the challenges? 
Round Robin questions 
- Which activity, related to 2SKIP, would you describe as the most successful so far? Why? 
- Which was the biggest challenge for you as you were trying to integrate studyskill 
development in class? 
 
E.3 Preparation Third Reflection meeting 
The aim of this reflection meeting is to Share experiences regarding study tasks, test questions and 
reflection questions and evaluate the characteristics of the intervention 
Part 1: Round robin questions: 
• How did the learners respond and perform on the study task, test questions and 
reflection questions? 
• What do you think learners gained from the reflection questions? 
• What did you learn from the learner’s performance on study tasks and test questions? 
• What did you learn from the learners’ responses on the reflection questions? What 
will you do with this knowledge in the future? 
• Would you continue to add integrated test questions and reflection questions in topic 
tests? If yes? What did you particular like about it? If No, can you list some reasons 
why you do not wish to continue with this learning strategy? 
 
Part 2: Teachers complete the questionnaire to evaluate the characteristics of 2SKIP (attachment 5.4) 
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E.4 Questionnaire to Evaluate the Characteristics of 2SKIP 
1. 2SKIP offers a variety of study tactics that are taught, a few at a time. 
Did the intervention meet this criteria? In your opinion, How important is this criteria? 
1 























2. 2SKIP offers procedural (how to use it) as well as conditional information (when and why to use it) for each study 
tactics. 
Did the intervention meet this criteria In your opinion, important is this criteria? 
1 






















3. 2SKIP offers regular practice that focusses on the use of study tactics applied to subject-specific content. 
Did the intervention meet this criteria In your opinion, important is this criteria? 
1 

























4. 2SKIP offers regular feedback that links performance with use of study tactic 
Did the intervention meet this criteria In your opinion, important is this criteria? 
1 
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5. 2SKIP uses the principles of scaffolding to develop study skills. 
Did the intervention meet this criteria In your opinion, important is this criteria? 
1 

























6. 2SKIP offers a balance between direct and integrated approach of study skill development in an effort to minimalize the 
time required to explain and practice descriptive and procedural aspects of a range of study tactics. 
Did the intervention meet this criteria In your opinion, important is this criteria? 
1 

























7. 2SKIP offers sufficient teacher support 
Did the intervention meet this criteria In your opinion, important is this criteria? 
1 


















Comments: Which support strategy was the most helpful? 
- Teacher training 
- Reflection meetings  
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Appendix F 
Reflective Journal for Teachers 
 
Period 17/01/2017 – 17/02/2017 
Give a short description of the activities or tasks, with focus on integrating study skill 
development using subject-specific content that you organised in your classes during the 
past 4 weeks.  (Please add in which form it was organised (e.g Form 2, IB 1,…): 






How did students respond to these activities? What did they learn? How could you see 
whether they were eager or uninterested to complete the activity or task? 
Type your answer in this block, you can write as much as you like, the block will expand as you type! 
 
 
What advice would you give your colleagues if they were to try the same activities or tasks 
in their class? 






Describe the challenges you encountered and, if applicable, how you tried to overcome 
them. 
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Appendix G 
Illustration of the Methodological Triangulation for this Study 
 
Question Data use for analysis 
Sub-question 1 Study skill test 
Study tasks 
Integrated test questions 
Reflection questions 
Study skill brochure 
Reflection meeting 
Sub-question 2 Focus group discussion with students 
 
Sub-question 3 Study skill test 
Focus group discussion with students 
 
Sub-question 4 Study tasks 





Sub-question 5 Reflection meeting 
Reflection journal 
 
Sub-question 6 Questionnaire evaluation of characteristics 
Results of sub question 1-5 
 
Main research question Results of sub question 1-6 









Timeline for Activities of the 2SKIP and the Research 
Timeline 2SKIP activities for students and teachers Research activities 
week  1: 
 06/09-09/09 
Teacher training 
 Direct Course for  students; lesson1 
Meeting to inform teachers about the 
research activities 
week 2: 
12/09 – 16/09 
Direct Course for  students; lesson 2 
Integration of study skill development across different 
subjects. 





Direct Course for  students; Lesson 3 
Integration of study skill development across different 
subjects. 





Direct Course for  students; lesson 4 
Integration of study skill development across different 
subjects. 




Direct Course for  students; Lesson 5 
Integration of study skill development across different 
subjects. 





Direct Course for  students; Lesson 6 
Integration of study skill development across different 
subjects. 
 
Reflective focus group discussion 1 with 
teachers. 





Direct Course for  students; Lesson 7 
Additional Practice(1) is offered during teaching periods 




Direct Course for students; Lesson 8 
Additional practice  on all study tactics is offered during 
teaching periods 





Lesson 9: Formal assessment on use of study tactics.  Observation and reflective notes from 
author 




 Reflective focus group discussion 2 with 
teachers. 
December Holiday: data analysis of reflective focus group discussions and students’ formal 
assessment 









Timeline 2SKIP activities for students and 
teachers 
Research activities 
Week 11-13 Teachers continue to organise class activities 
to practice study tactics on subject-specific 
content. 
 
Reflective journal completed by teachers 
Week 14: 
13/02-17/02 
Direct course for students; Lesson 10 Revision 
of study tactics. Introduction of study skill 
project. 
 
Workshop session on feedback and reflection 
questions for teachers  
Observation and reflective notes from 
author 
 
Collection of study skill brochure 





Assignments are given across different subjects 
to allow students to practice study tactics on 
subject-specific content. 
Teachers add integrated questions and 








Reflective focus group discussion 3 with 
teachers 
Collections of assignments and tests. 
Focus group discussion with students 
 




 Member checking meeting with students 
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Appendix I 
Illustrations of Students’ Performance 
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I.3  Examples of Study Skill Brochures Created by the Students 
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Illustrations of the Use of 
Concept Maps during 
the Coding Process. 
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